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A BST R A C T 
 
This study traces the transfer of writing-related knowledge and concepts from the 
composition classroom into the writing assignments composed by students within the same 
course. Working in a first-year-composition classroom taught through a writing-about-writing 
curriculum, the researcher observed students as they navigated from the initial learning of 
concepts such as rhetorical situations, writing processes, and discourse communities, into an 
application of these concepts in various writing assignments, including rhetorical analyses and 
discourse community profiles.  
%\DQDO\]LQJDFRPSRVLWLRQLQVWUXFWRU¶VREMHFWLYHVIRUKHUDVVLJQPHQWVDQGREVHUYLQJWKH
interaction between students and their instructor in a single composition course for the duration 
of one semester, the researcher traced how students operationalized knowledge from the 
classroom and applied it in their own writing. After tracing this operalization through interviews 
with the instructor, observation of class activities and analysis of assignment sheets and student 
papers, the researcher proposes that instructors may encourage transfer within their composition 
classrooms by adequately presenting assignment objectives to students, and by allowing 
sufficient scaffolding of writing tasks. In this way, the researcher explains that students may be 
able to understand the objectives of their writing assignments in a way that may encourage them 
to apply the knowledge they learned in the classroom to the writing tasks assigned by their 
instructor. 
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IN T R O DU C T I O N 
As a new writing instructor teaching first-year-composition through a writing-about-
writing curriculum, I struggled to understand how I could move from teaching students about 
writing-related concepts in the classroom to encouraging the application of these concepts in my 
VWXGHQWV¶RZQZULWLQJ+DYLQJEHHQWUDLQHGLQDFXUULFXOXPWKDWHPSKDVL]HVWKHUROHRIPHWD-
awareness in writing instruction, I understood the value of teaching my students about writing 
processes, rhetorical situations, and discourse communities as a way of encouraging them to 
acknowledge and transfer this understanding into their future writing tasks. Once I entered my 
own classroom, however, I saw my students struggling to apply the concepts that they had 
learned in the classroom in the writing assignments that they completed primarily on their own. 
My students seemed to exit my classroom with an understanding of the new writing-related 
knowledge presented to them, but their writing often failed to reflect this understanding. 
 Bridging this distinction between learning concepts in the classroom and applying them 
in writing is an issue of operalization²the ability to transform a declarative or theoretical 
understanding of a concept of skill into a procedural or practical understanding of that 
knowledge. In a writing class, operalization requires that students not only achieve an awareness 
of writing-related concepts that may be transferred across various contexts, but that they are also 
able to apply these concepts when they write. Such application, I have come to argue, may be 
crucial to the transfer of writing-related knowledge from composition, and requires that students 
adapt and re-appropriate the declarative knowledge from the writing classroom.  
 Though the need for and difficulties with transfer from the FYC classroom have recently 
gained emphasis in composition scholarship, what I hope to present through my work is a 
discussion of how writing-related knowledge is being transferred to and by students and 
instructors within the composition classroom. In FYC, students operationalize, or are being 
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asked to operationalize knowledge as they navigate through their writing assignments. As part of 
this process, they are being required to re-appropriate and adapt what is taught to them in the 
classroom, in order to transfer knowledge from class discussions and activities to their 
assignments. For this reason, I argue that before we discuss and identify problems with transfer 
from composition, we should analyze such transfer within our classrooms, as students are 
working to operationalize knowledge and transfer it into their writing. 
 What I present in this study is a discussion of transfer studies in both educational 
psychology and composition, where I elaborate on the distinction between learning and transfer 
that has previously been questioned by composition scholars. After identifying a need for the 
studying of transfer within composition, I present the results of my research in a single 
FRPSRVLWLRQFRXUVHZKHUH,WUDFHGWKHVWXGHQWV¶RSHUDOL]DWLRQRIZULWLQJ-related knowledge and 
concepts and the transfer of this knowledge across their writing assignments. 
 In my findings, I identify the potential for encouraging successful transfer within 
composition through scaffolded writing tasks and through the clear delivery of instructor 
objectives via assignment sheets and class activities, before presenting an example of how I have 
implemented my findings into a course planning tool that focuses on operalization and transfer in 
the composition classroom. In addition, in my fourth chapter, I introduce the reflection and 
feedback from the instructor whose course I studied, as she describes the ways in which she has 
implemented the findings of this study and her experience as a participant in her own 
composition pedagogy. Through this discussion and examples, I hope to contribute tools through 
which composition instructors can encourage operalization and transfer in their classrooms by 
providing their students with an opportunity to successfully apply their new acquisition of 
writing-related knowledge in their writing. In this way, I hope that we can continue to analyze 
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the potential for transfer in and from composition, with a new understanding of our role in this 
process as writing instructors.  
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C H APT E R 1: L I T E R A T UR E R E V I E W 
Defining T ransfer 
Dating back more than a century, studies of transfer are not, as Christine Donahue 
H[SODLQV³UHFHQWGLVFRYHUDEOHV´QS'DYLG3HUNLQVDQG*DYULHO6DORPRQSURYLGHDFRPPRQO\
DVVXPHGGHILQLWLRQRIWUDQVIHUH[SODLQLQJ³7KHWHUPµWUDQVIHU¶DSSOLHVZKHQVRPHWKLQJOHDUQHG
in one situation gets carried over tRDQRWKHU´6WHPPLQJIURP7KRUQGLNHDQG:RRGZRUWK¶V
1901 reports on transfer, we have continued to explore what educational psychologists describe 
DV³7KHLQIOXHQFHRILPSURYHPHQWLQRQHPHQWDOIXQFWLRQXSRQWKHHIILFLHQF\RIRWKHU
IXQFWLRQV´RUWKH transfer of knowledge from one context to the next (246). In relation to 
education, recent studies have continued to redefine how we teach for and identify transfer in and 
IURPRXUFODVVURRPVVLQFH³WKHHQWLUHHQWHUSULVHRIIRUPDOHGXFDWLRQ´LVdependent on the 
DVVXPSWLRQWKDW³VRPHWKLQJOHDUQHGLQRQHVLWXDWLRQJHWVFDUULHGRYHUWRDQRWKHU´3HUNLQVDQG
Salomon 2). As a result, definitions of transfer continue to evolve, redefining how we encourage 
and measure the application of knowledge across contexts. 
7UDQVIHUYV³3ODLQROG/HDUQLQJ´ 
While the most common conceptions of transfer seem to focus on the application of 
knowledge across various contexts, some researchers have concluded that a distinction must first 
be made between the transfer of knowledge DQGZKDW3HUNLQVDQG6DORPRQGHVFULEHDV³SODLQROG
OHDUQLQJ´.LQJ%HDFKXVHVWKLVGLVWLQFWLRQDVWKHEDVLVRIWKHSUREOHPLQWHDFKLQJIRU
WUDQVIHUVLQFH³7UDQVIHULVGLVWLQJXLVKHGIURPUXQ-of-the mill learning by virtue of its distinct 
tasks and situations, yet it does not include the genesis of tasks and situations as part of the 
SURFHVV´OHDYLQJLQVWUXFWRUVDWDORVVIRUKRZWRVXFFHVVIXOO\HOLFLWWUDQVIHUIURPWKHLUFODVVURRPV
'DYLG6PLWHODERUDWHVE\FODULI\LQJ³7KHDELOLW\WRWUDQVIHU knowledge and ability from 
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RQHFRQWH[WWRDQRWKHULVZKDWZHPHDQE\OHDUQLQJLQWKHILUVWSODFH´ZKLOHWUDQVIHULVGHULYHG
IURPWKHXQGHUVWDQGLQJWKDWZHFDQQRWH[SHFWVWXGHQWVWR³WUDQVIHUWKHNLQGVRINQRZOHGJHDQG
skills they have learned previously WRQHZWDVNV´ 
%HDFKVXJJHVWVWKDWQRGLVWLQFWLRQEHWZHHQWUDQVIHUDQGOHDUQLQJ³SUHVHQWVDSDUWLFXODUO\
FRPSHOOLQJFDVH´:KLOH³6RPHFXUUHQWDFFRXQWVGLVWLQJXLVKEHWZHHQOHDUQLQJDQG
transfer by suggesting that learning is relatively effortless and occurs across very similar 
problems, whereas transfer is conscious and effortful and occurs across quite different 
SUREOHPV´RWKHUVFRQFOXGH³WUDQVIHULQYROYHVWKHDSSOLFDWLRQRUXVHRIOHDUQLQJSURGXFWV²
knowledge and skill²in learning a new problem, but does not include learning as part of the 
WUDQVIHUSURFHVV´%HDFK1HLWKHUH[SODQDWLRQSUHYHQWVWKHGLVWLQFWLRQIURPEHLQJ³IX]]\´
WKRXJK³DQDQDO\WLFDOO\XVHIXODQGSUDFWLFDOO\LPSRUWDQWGLVWLQFWLRQQHHGVWREHPDGH´EHWZHHQ
transfer and leDUQLQJLQRUGHUWR³KHOSXVXQGHUVWDQGOHDUQLQJFRQWLQXLW\DQGWUDQVIRUPDWLRQ
DFURVVPXOWLSOHWDVNVDQGVLWXDWLRQV´%HDFK 
Transfer requires that students use the skills they learned to operate in one situation in a 
new setting, where many of the initial variables in which knowledge was used may not be 
SUHVHQW%HDFKVXJJHVWVWKDWZKLOH³WUDQVIHULVQHFHVVDULO\DSDUWRIRXUPRPHQW-to-moment 
OLYHV´LW³VHHPVGLIILFXOWWRVWXG\DQGHYHQPRUHGLIILFXOWWRIRVWHULQWHQWLRQDOO\´EHFDXVHZH
cannot account for all of the circumstances under which our students will be required to utilize 
their abilities outside (and even within) our own classrooms (101). While we may not be able to 
predict all of the future scenarios in which our students will need to apply the knowledge learned 
in our classrooms, I propose that a distinction is possible between transfer and learning, where 
WUDQVIHUUHOLHVRQWKHOHDUQHUV¶DELOLW\WRQRWRQO\DSSO\SUHYLRXVNQRZOHGJHWRDQHZVHWWLQJEXW
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also to understand how a particular concept or skill would need to be adapted in order to 
successfully function in that new environment.  
,IDV3HUNLQVDQG6DORPRQH[SODLQOHDUQLQJRFFXUV³ZKHQLWLVUHDVRQDEOHWRVD\WKDWWKH
learner has learned something within a limited range of contexts (for instance, independent of 
physical locations such as classrooms 13a and 13b), but whether the learner carries this over to 
RWKHUFRQWH[WVLVDWULVN´WKHQSHUKDSVLWLVWKLVYHU\³ULVN´WKDWVLJQLILHVWKHGLVWLQFWLRQEHWZHHQ
learning and transfer (2). Learning occurs when a student engages with information in an initial 
setting, perhaps by learning the definition of a specific term applicable to the course. A student 
ZKRKDVOHDUQHGWKHWHUP³DXGLHQFH´LQUHIHUHQFHWRZULWLQJPD\EHDEOHWRGLVWLQJuish the term 
as one that references a person or group targeted in a particular discourse. Transfer on the other 
hand, as I will be using the term, applies when that student is able to utilize the term to fit the 
requirements of a different scenario, not by simply stating and understanding the definition of the 
WHUP³DXGLHQFH´EXWE\DOVREHLQJDEOHWRVXFFHVVIXOO\WDUJHWDQDXGLHQFHWKURXJKZULWLQJ,IWKH
student is able to adequately apply prior (learned) knowledge to a new situation, then we can 
infer WKDWVKHKDVWUDQVIHUUHGNQRZOHGJH7KLVXQGHUVWDQGLQJRIWUDQVIHUUHMHFWV%HDFK¶V
suggestion that learning and transfer are unrelated, emphasizing this relationship in order to draw 
a distinction. Once we understand the application and adaptation of knowledge as necessary 
steps in transfer, we can begin to analyze the difficulties in teaching and identifying transfer in 
our classrooms. 
Problems with T ransfer 
While the need and desire for transfer are of particular interest to educators, many reports 
on the transfer of knowledge have been alarmingly negative. As Eric de Corte explains, the data 
LQVXSSRUWRIWUDQVIHU³DUHQRWFRPSHOOLQJ´SDUWLFXODUO\EHFDXVH³WKHFRQFHSWXDORUWKHRUHWLFDO
lens through which one looks at the available evidence is a stronger determinant of the 
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FRQFOXVLRQUHDFKHG´%HJLQQLQJZLWK7KRUQGLNHDQG:RRGZRUWK¶VUHVHDUFKZHKDYH
XQGHUVWRRGWKDWHYHQ³WKHYHU\VOLJKWDPRXQWRIYDULDWLRQLQWKHQDWXUHRIWKHGDWDQHFHVVDU\WR
affect the efficiency of a function-group makes it fair to infer that no change in the data, however 
VOLJKWLVZLWKRXWHIIHFWRQWKHIXQFWLRQ´PDNLQJLWGLIILFXOWWRLGHQWLI\WKHWUDQVIHURIVNLOOVIURP
one classroom to the next, or from any one function to the other (250). Since the transfer of 
knowledge learned in one setting requires the adaptation and application of multiple variables, 
identifying the process and conditions for transfer becomes increasingly difficult. In the 
FODVVURRPWUDQVIHUUHTXLUHVWKHFRQVLGHUDWLRQRIWKHLQVWUXFWRU¶VLQVWUXFWLRQVWKHVWXGHQWV¶
perceptions of these instructions, and the various tasks and activities presented to these students. 
)RUWKLVUHDVRQGUDZLQJIURP7KRUQGLNHDQG:RRGZRUWK¶VUHVHDUFKZHFDQEHJLQWRXQGHUVWDQG
the difficulties of studying and encouraging transfer from classroom to classroom, as students are 
faced with the challenge of applying knowledge learned in one context to tasks that may be given 
to them in several other settings.  
,Q³7KH6FLHQFHDQG$UWRI7UDQVIHU´3HUNLQVDQG6DORPRQDOVRXVHThorndike and 
:RRGZRUWK¶VUHVHDUFKWRUHDFKDEOHDNFRQFOXVLRQ³:HGRQRWVHHWKHWUDQVIHUZHZDQWVLPSO\
because the prospects for transfer are poor. Knowledge acquired in one context does not apply 
WKDWSRZHUIXOO\LQRWKHUFRQWH[WV´7KH\OHDYHOLWWle hope for the transfer of knowledge in 
HGXFDWLRQ&RQVHTXHQWO\'RXJODV'HWWHUPDQDUJXHV³7KHOHVVRQOHDUQHGIURPVWXGLHVRI
WUDQVIHULVWKDWLI\RXZDQWSHRSOHWROHDUQVRPHWKLQJ>\RXVKRXOG@WHDFKLWWRWKHP´UDWKHUWKDQ
WHDFKLQJ³WKHPVRPHWKLQJ HOVHDQGH[SHFW>LQJ@WKHPWRILJXUHRXWZKDW\RXZDQWWKHPWRGR´
,I³NQRZOHGJHDQGVNLOOVDUH>XQGHUVWRRGWREH@FRQWH[W-ERXQG´ZHFDQLQIHUWKDWWKH
SRVVLELOLWLHVIRUWUDQVIHUDUH³GLVPLVVLEOH´'H&RUWH 
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De Corte further expands on the seemingly impossible conditions necessary for transfer, 
DUJXLQJ³WUDQVIHUGHSHQGVRQWKHGHJUHHWRZKLFKWDVNVVKDUHLGHQWLFDOSURGXFWLRQV´WKXV
requiring that both the initial context in which knowledge is acquired and the context in which it 
is applied be identical (21). This perspective, presumably stemming from Thorndike and 
:RRGZRUWKKDVUHVXOWHGLQWKHSHUFHSWLRQRIWUDQVIHUDVD³FRQVWUXFW´RQHWKDWFDQQRWEH
achieved in the execution of any tasks (Beach 101). However, recent work has begun to expand 
on the complications with transfer, deeming the potential for transfer not impossible or entirely 
context-specific, but rather reliant on the ways in which transfer is encouraged and measured in 
its initial and subsequent settings.  
,Q³:ULWLQJDVDQ8QQDWXUDO$FW´-RVHSK3HWUDJOLDXVHVDFRJQLWLYHDSSURDFKWRGHVFULEH
the ways in which problems with transfer can be addressed. He identifies two modes of problem-
VROYLQJ³LOO-VWUXFWXUHG´DQG³ZHOO-VWUXFWXUHG´$VKHFODULILHV³DZHOO-structured problem is 
one in which we are given some systematic way to decide when a proposed solution is 
DFFHSWDEOH´VXFKDV³FKHVVSOD\LQJDQGVROYLQJPDWKSUREOHPV´ZKHUHWKH³FRUUHFW´DQVZHUFDQ
EHGHGXFHGWKURXJKD³FKHFNPDWHRUWKHPDWKHPDWLFDOO\FRUUHFWDQVZHU´,Q³LOO-structured 
problem-VROYLQJ´VXFKDVZULWLQJKRZHYHU³FRQWLQJHQF\SHUPHDWHVWKHWDVNHQYLURQPHQWDQG
VROXWLRQVDUHDOZD\VHTXLYRFDO´ZLWKQRVLQJXODU³FRUUHFW´DQVZHUSUHVHQWHG 
$V3HWUDJOLDFODULILHVWKURXJK5HLWPDQ¶VZRUNLQLOO-structured problem-VROYLQJ³7KH
LGHDRIµJHWWLQJLWULJKW¶JLYHVZD\WRµPDNLQJLWDFFHSWDEOHLQWKHFLUFXPVWDQFHV´:H
FDQQRWWHDFKVWXGHQWVKRZWR³DGGUHVVDXGLHQFHV´LQJHQHUDOVLQFHWKHLUWDUJHWHGDXGLHQFHVZLOO
vary consistently. The problem with transfer, and with transfer in ill-structured situations 
HVSHFLDOO\LVWKDWZHDUHDFFXVWRPHGWRWHDFKLQJVWXGHQWVLQIRUPDWLRQEDVHGRQ³ZHOO-structured 
SUREOHPV´ZKHUHWKH\DUHWDXJKWWRVHHNWKH³FRUUHFW´DQVZHUVWRSUREOHPVZLWKLQVLPLODU
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contexts. ,Q³UHDOZRUOG´ZULWLQJVLWXDWLRQVDV3HWUDJOLDH[SODLQVVXFKDQVZHUVDUHQRWVRUHDGLO\
available, thus preventing the transfer of knowledge that was initially presented via well-
structured problem-solving (83).  
Once students exit our classrooms, PetragOLDFRQWHQGV³ZHZRXOGKDYHWRFRQFXUWKDW
PRVWRIWKHµSUREOHPV¶ZHFRQIURQWRQDGDLO\EDVLVOLHRQWKHLOO-VWUXFWXUHGHQGRIWKHVSHFWUXP´
OHDYLQJVWXGHQWVWRIDFHSUREOHPVWKDWDUH³IXQGDPHQWDOO\DQGXQSUHGLFWDEO\GLIIHUHQW´IURP
those that they have encountered in their education (83). Complications with transfer, in this 
VFHQDULROLHQRWZLWKWKHVWXGHQWV¶LQDELOLW\WRWUDQVIHULQIRUPDWLRQRUZLWKWKHWHDFKHUV¶DELOLW\WR
teach for transfer, but rather with the manner in which content is presented to students in the first 
place. If we are teaching students in terms of well-structured problems, then we are only 
allowing them to learn within the constraints of our classrooms, and are consequently preventing 
them from engaging in transfer, where they would have to adapt such knowledge to fit the needs 
of a new situation. 
,QDGGLWLRQWR3HWUDJOLD¶VUHODWLRQEHWZHHQWUDQVIHUDQGSUREOHP-solving, Perkins and 
6DORPRQDGGUHVVWZRGLIIHUHQWIRUPVRIWUDQVIHUFRQFOXGLQJ³1HDUWUDQVIHURFFXUVZKHQ
knowledge oUVNLOOJHWVXVHGLQVLWXDWLRQVYHU\OLNHWKHLQLWLDOFRQWH[WRIOHDUQLQJ´VXFKDVD
PDWKHPDWLFDOIRUPXODWKDWLVXVHGWRVROYHWZRGLIIHUHQWHTXDWLRQVZKLOH³IDUWUDQVIHURFFXUV
when people make connections to contexts that intuitively seem vastly different from the context 
RIOHDUQLQJ´VXFKDVWKHZULWLQJRIDUHVHDUFKSDSHURQWZRGLIIHUHQWVXEMHFWV,QDFDGHPLD
³IDUWUDQVIHUSURYHVKDUGHVWWRFRPHE\´ZKLOHUHPDLQLQJRIXWPRVWFRQFHUQWRHGXFDWRUVVLQFH
³PDQ\RIWKHVHWWLQJV>VXFKDVEXVLQHVVes and corporations that require communication skills, for 
example] where we would like youngsters to apply what they learn in school are not very much 
OLNHFODVVURRPVRUWKHWDVNVLQFODVVURRPVWKURXJKZKLFKVWXGHQWVLQLWLDOO\OHDUQ´+HQFH
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using the contrast between near and far transfer, we can understand that the complications with 
eliciting transfer from our students are once again rooted in a conflict between what we are 
WHDFKLQJWKHPDQGZKDWZHDUHH[SHFWLQJWKHPWRGR0XFKOLNH3HWUDJOLD¶Vdistinction between 
ill-structured and well-structured problems, preparing students solely for near transfer without 
teaching them how they can respond to ill-structured problems may be preventing them from 
SUHSDULQJNQRZOHGJHIRUWUDQVIHUDFURVV³IDU´FRQtexts, perhaps when students exit academia and 
are required to communicate within the corporate world, where they may need to navigate 
several proposals and possibilities instead of being handed a direct answer (Perkins and 
Salomon). 
T ransfer and  F Y C 
Though my discussion has touched on the complications with transfer across many facets 
RIHGXFDWLRQDV'RQDKXHH[SODLQVDOORIWKHVHTXHVWLRQVUHSUHVHQWWKHVWUXJJOHVWKDW³WKHILHOGRI
FRPSRVLWLRQKDVIDFHGDQGZLOOFRQWLQXHWRIDFH´QS6WXGLHVRQWKHtransfer of writing-related 
concepts in composition have recently entered the conversation, working with what Petraglia 
GHVFULEHVDVWKH³LOO-VWUXFWXUHG´QDWXUHRIZULWLQJZKLOHDWWHPSWLQJWRWHDFKVWXGHQWV³KRZWR
ZULWH´DFURVVERWKQHDUDQGIDUFRQWH[WV. In composition, students and instructors are faced with 
the challenge of encouraging transfer not only from one course to another, but also from one 
writing task to the next.  
 $QQH%HDXIRUWGHVFULEHVDFRPPRQFRQFHSWLRQRI)<&DVD³FRPSXOVRU\FRXUVH´one that 
LV³WDXJKWLQLVRODWLRQIURPRWKHUGLVFLSOLQDU\VWXGLHVDWWKHXQLYHUVLW\DVDEDVLFVNLOOVFRXUVH´
with the intention of preparing students to write in contexts that they will encounter in the future 
(9).  The problem with the definition, Beaufort asserts, is that many FYC courses do not discuss 
WKHFRQYHQWLRQVRIWKHVHFRQWH[WVRXWVLGHWKHUHDOPRIFRPSRVLWLRQOHDGLQJ³IUHVKPDQZULWLQJWR
EHFRPHDFRXUVHLQµZULWLQJWRSURGXFHZULWLQJ¶'LDVRUWRµGRVFKRRO¶5XVVHOO´
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(9). Unlike some of the well-structured academic contexts in which students participate, the ill-
structured nature of writing calls for a writing course that teaches students to consider not only 
how writing may need to be structured within their own classroom, but also how this writing 
may need to adapt and change in contexts outside of composition.  
The Sociocultural Approach to T ransfer in Composition 
 As a course structured around the ill-structured nature of writing, where knowledge is 
consistently being negotiated in response to the context in which it is used, FYC must be 
FRQVLGHUHGLQWHUPVRILWVVRFLRFXOWXUDOLPSOLFDWLRQV$V:DUGOHH[SODLQVWKH³VRFLRFXOWXUDO
DSSURDFK´WRWUDQVIHUFRQVLGHUV³WKHQDWXUHRIWKHDFWLYLW\V\VWHPLQZKLFKWKHSUREOHPVDQG
learners¶LQWHUSUHWDWLRQVDUHHPEHGGHG´WKXVDFFRXQWLQJQRWRQO\IRUWKH³WDVNVRULQGLYLGXDOV´
involved in transfer, but also, perhaps more emphatically, for the context in which these skills are 
learned and applied (Wardle 68-³8VXDOO\´%HDXIRUWDUJXHV³there is no overt linking [of 
)<&@WRDQ\LQWHOOHFWXDOGLVFLSOLQH´OHDGLQJ³WKHRYHU-riding social contexts for students [to] 
EHFRPHWKHLQVWLWXWLRQDOUHTXLUHPHQWRIWKHFRXUVHLWVHOI´ZLWKRXWUHDOO\DFNQRZOHGJLQJWKH
³UHDO´FRQWH[WVLQZKLFKZULWLQJKDSpens, such as particular discourse communities outside of the 
classroom (10). Rather than teaching to such fictitious contexts, the sociocultural approach to 
)<&HQFRXUDJHVVWXGHQWVWRXQGHUVWDQGKRZ³UHDO´FRQWH[WVIXQFWLRQDQGKRZZULWLQJ
conventions fall into the practices of individual discourse communities, thus using FYC as a 
transition between the seemingly artificial, well-structured context of school and the ill-
VWUXFWXUHGVHWWLQJVLQZKLFKZULWLQJFDQEHXVHG$V%HDFKVXJJHVWVWKH³VRFLRFXOWXUDl 
DSSURDFK´³understands continuity and transformation in learning as an ongoing relation 
EHWZHHQFKDQJLQJLQGLYLGXDOVDQGFKDQJLQJVRFLDOFRQWH[WV´ZKHUH³LQGLYLGXDODQGFRQWH[WXDO
DJHQF\IRUWUDQVIHUDUHQRWRQWRORJLFDOO\LQGHSHQGHQWRIRQHDQRWKHU´Eut are instead 
codependent, particularly in relation to the fostering of transfer (103). Such a structure to FYC 
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considers the fluid nature of writing contexts, pushing students to examine these contexts and 
their individual writing practices, before attempting to communicate within them. 
While this perspective accounts for the contextual factors involved in transfer, Beach 
FODULILHV³$WWKHVDPHWLPHWKHUROHRILQGLYLGXDOVLVQRWUHGXFHGWRWKDWRIVRFLDOFRQWH[WQRULV
the role of the social context rHGXFHGWRDJURXSRILQGLYLGXDOV´,QVWHDGERWKWKHVWXGHQW
and the instructor must work to understand the contexts in which transfer occurs, making 
DGMXVWPHQWVWRILWWKHQHHGVRIHDFKVFHQDULR6LQFH³OHDUQLQJGHYHORSPHQWDQGHGXFDWLRQDUH
inherHQWO\FXOWXUDODVZHOODVSHUVRQDOHQWHUSULVHV´ZHFDQH[WUDSRODWH³VRLVWKHSKHQRPHQRQRI
WUDQVIHU´%HDFK 
Within the context of the composition classroom, the potential for transfer into other 
disciplines has often simply been assumed. Its existence and historic goals suggest that 
stakeholders often believe that all students who are required to take a first-year writing course 
should then be able to transfer writing-related knowledge into many other contexts, in the 
university and in the workplace (Bransford and Schwartz; Devitt, 2004; Perkins and Salomon; 
:DUGOH7KHLQIHUUHG³ODFN´RIWUDQVIHUIURP)<&KRZHYHUKDVFDXVHGVRPHFULWLFVWRVXJJHVW
³WKDWIUHVKPDQZULWLQJDVDQHQWHUSULVHLQ86LQVWLWXWLRQVRIKLJKHUHGXFDWLRQVKRXOGMXVWFORVH
sKRS´VLQFHWKH³SURGXFWV´RIRXUFRXUVHV³JUDGXDWHVRIIUHVKPDQZULWLQJDUHXQILQLVKHG´DQG
³WKHJDLQVDUHWRRPLQXWHVRVKRZXSLQPRVWDVVHVVPHQWSURFHVVHV´%HDXIRUW 
:KLOHLQDFDGHPLDWKH³WHQGHQF\DPRQJVWXGHQWV>LV@WRDFWLYHO\UHMHFWWKHLGHa that what 
they learned about writing in FYC courses could be applied to writing they were asked to do in 
RWKHUGLVFLSOLQHV´VRPHZRXOGVXJJHVWWKDWUDWKHUWKDQGLVPLVVLQJWKHSRVVLELOLW\RIWUDQVIHUIURP
FYC, we should reconsider how we are to study the transfer of writing-related knowledge, in 
order to understand how it is exhibited in classrooms (Bergmann and Zepernick 124). Part of the 
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challenge with the assumption that writing skills can be reapplied in contexts outside of FYC is 
not only the task of promoting transfer for students, but also that of measuring such transfer in 
other contexts.  
 The Role of Teachers and Students in T ransfer from F Y C  
 Though the ways in which transfer is defined and identified play a large role in 
determining who is respRQVLEOHIRULWVDSSOLFDWLRQPDQ\VFKRODUVKDYHGLVFXVVHGWKHLQVWUXFWRUV¶
roles in encouraging the transfer of writing-related knowledge from FYC (Bergmann and 
=HSHUQLFN'HYLWW0F&DUWK\3HUNLQVDQG6DORPRQ/XFLOOH0F&DUWK\¶VVWXG\RIDQRYLFH
wULWHU¶VWUDQVIHURINQRZOHGJHZLWKLQWKUHHILUVW-\HDUFRXUVHVUHYHDOHGWKH³GRPLQDWLRQE\WKH
FRQFUHWH´DVDQREVWDFOHWKDW³PD\RIWHQFKDUDFWHUL]HQHZFRPHUV¶ILUVWVWHSVDVWKH\DWWHPSWWR
XVHODQJXDJHLQXQIDPLOLDUGLVFLSOLQHV´6LQFHVWXGHQWVVXFKDV0F&DUWK\¶V'DYHDUH
IRFXVHGRQUHDFKLQJWKH³ULJKW´DQVZHULQWKHZULWLQJWKDWWKH\GRIRURWKHUFRXUVHVWKH\KDYH
little opportunity to make connections between skills across different contexts (248). It is the 
duty of the instructor, then, to make these connections for the students, showing them explicitly 
how one task correlates with the other.  
 ,Q:DUGOH¶VSLORWVWXG\RIILUVW-year students engaging in writing tasks outside of their 
FRPSRVLWLRQFRXUVHVWXGHQWV³LQGLFDWHGWKH\ZRXOGQRWXVHDOOof their writing-related 
NQRZOHGJHDQGDELOLWLHVXQOHVVDQDVVLJQPHQWµHQJDJHG¶´WKHPSULPDULO\E\SUHVHQWLQJ
³WKRXJKW-SURYRNLQJ´DQG³UKHWRULFDOSUREOHP>V@´WKDWDUHQRWOLPLWHGE\D³µULJKW¶´DQVZHU
Such engagement, as Wardle acknowledges, often requires work on the part of the both the 
WHDFKHUDQGWKHVWXGHQWUHVXOWLQJLQDPRUH³GLIILFXOW´DVVLJQPHQW&RQVHTXHQWO\³VWXGHQWV
GRQRWDOZD\VHDUQWKHKLJKHVWJUDGHVRQHQJDJLQJDVVLJQPHQWV´SHUKDSVUHVXOWLQJLQWKHIDLOXUH
to acknowledge tranVIHUIURPRQHFRQWH[WWRWKHQH[W$VLPSOLHGE\ERWK0F&DUWK\¶VDQG
:DUGOH¶VH[DPSOHVLIZHEDVHRXULGHQWLILFDWLRQRIWUDQVIHUVROHO\RQRXUVWXGHQWV¶PDVWHU\RI
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DVVLJQPHQWVRXWVLGHRIFRPSRVLWLRQWKHQZHDUHSRWHQWLDOO\QHJOHFWLQJRXUVWXGHQWV¶Hfforts in 
engaging with their texts in our classrooms. Though we can encourage broader transfer by 
studying the application of knowledge from our classrooms, perhaps we can assist our students 
in this broad application by encouraging transfer in its initial and near context. 
Likewise, Perkins and Solomon conclude that teachers, along with textbook writers and 
DGPLQLVWUDWRUVPXVWZRUNWR³VKHSKHUG´WUDQVIHUIURPRQHFRQWH[WWRWKHQH[W³HVWDEOLVKLQJWKH
conditions in the classroom that favor transfer of leDUQLQJ´EHIRUHH[SHFWLQJVWXGHQWVWRPDNH
WKHOLQNVWKHPVHOYHV$V:DUGOHFRQFOXGHV³6WXGHQWVGLGQRWRIWHQJHQHUDOL]HIURP)<&²
but not because they are unable to or because they did not learn anything in FYC. Rather, 
students did not perceive a need to adopt or adapt most of the writing behaviors they used in 
)<&IRURWKHUFRXUVHV´VSHFLILFDOO\EHFDXVHDWOHDVWIURPWKHSHUVSHFWLYHRIWKHVWXGHQWV
instructors in other courses did not require such implementation (76). Often, teachers beyond 
FYC did QRW³VXFFHHGLQHQJDJLQJVWXGHQWVDQGHQFRXUDJLQJWKHPWRJHQHUDOL]HSXVK>LQJ@WKHP
WRSXWLQWKHH[WUDHIIRUW´ZKHQZULWLQJ 
 7KURXJKWKHOHQVWKDWIRFXVHVRQDQLQVWUXFWRU¶VUROHLQWUDQVIHULWLVFOHDUWKDWWR
encourage transfer, students shoulGOHDUQLQDQHQYLURQPHQWWKDWSXVKHVIRUWUDQVIHUWKH\³QHHG
to have opportunities to share and be inspired by a common motive for undertaking a specific 
OHDUQLQJWDVN´*XLOHDQG<RXQJTWGLQ:DUGOH7KHVHRSSRUWXQLWLHVKRZHYHUFDQQRWEH
limited to the composition classroom alone, for the success of transfer is dependent on both the 
site of original knowledge and the new context in which this knowledge must be applied, usually 
assumed in classrooms and settings outside of composition (Bermann and Zepernick; De Corte; 
'RQDKXH0F&DUWK\,QIDFW6PLWFODLPVWKDWZULWLQJLQVWUXFWRUV³JHWZKDWWKH\WHDFKIRU´
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OLPLWLQJWKHPWR³LQVWUXFWLRQVLQSDUWLFXODUNLQGVRINQRZOHGJHDQGVNLOODQGQRWEURDG-based 
ZULWLQJDELOLW\´WKDWFDQEHWUDQVIHUUHGRXWVLGe of the individual writing classroom (120).  
According to Smit, the transfer of writing-UHODWHGNQRZOHGJHLVQRWLPSRVVLEOHEXW³LIZH
ZDQWVWXGHQWVWRWUDQVIHUZKDWWKH\KDYHOHDUQHGZHPXVWWHDFKWKHPKRZWRGRVR´DOHVVRQ
that cannot take place in RQHFODVVURRPDORQH,QVWHDG³ZHPXVWILQGZD\VWRKHOSQRYLFHV
see the similarities between what they already know and what they might apply from that 
SUHYLRXVO\OHDUQHGNQRZOHGJHWRRWKHUZULWLQJWDVNV´WDVNVWKDWPD\H[WHQGEH\RQGRXU
classrooms 7HDFKHUVLQDOOFRXUVHVVKRXOG³GHPDQGRIWKHVWXGHQWVPLQGIXODEVWUDFWLRQ
IURPWKHFDVHDWKDQG´HQFRXUDJLQJWKHPWRJDWKHUNQRZOHGJHIURPRWKHUFRQWH[WVDQGWKHQ
apply it to a particular task (Perkins and Salomon 8). 
Meta-awareness and T ransfer 
 Following the previous understanding of mindfulness as a factor in encouraging transfer, 
recent studies have called for the acknowledgement of transferable concepts and knowledge 
about skills, particularly in composition (Beaufort; Devitt; McCarthy; Wardle).  As Devitt 
DUJXHVWHDFKHUVVKRXOG³NQRZEHWWHU´WKDQWR³think that students could be taught writing in their 
ILUVW\HDUDQGKDYHLWVXIILFHIRUWKHLUVHQLRU\HDU´VLQFH³:ULWLQJLVVRHPEHGGHGLQUKHWRULFDO
contexts and social structures and institutions that to study one location for writing reveals only 
WKDWORFDWLRQ´-6). After conducting a number of ethnographic studies concerning transfer in 
ERWKDFDGHPLFDQGSURIHVVLRQDOVHWWLQJV$QQH%HDXIRUWGHVFULEHVD³GLIIHUHQWYLHZ´RQWKH
³WUDQVIHURIOHDUQLQJSUREOHP´³)UHVKPDQZULWLQJ´VKHFRQWHQGV³LIWDXJKWZLWKDQH\H
toward transfer of learning and with an explicit acknowledgement of the context of freshman 
writing itself as a social practice, can set students on a course of life-long learning so that they 
know how to learn WREHFRPHEHWWHUDQGEHWWHUZULWHUVLQDYDULHW\RIVRFLDOFRQWH[WV´ 
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7KHIRFXVRI)<&DFFRUGLQJWR%HDXIRUW¶VILQGLQJVVKRXOGEHRQWHDFKLQJVWXGHQWVKRZ
to approach writing, rather than attempting to teach them the different ways in which writing will 
be used in other contexts. While specific genre conventions practiced in FYC may require that 
students employ writing concepts and skills that are applicable in numerous writing scenarios, as 
McCarthy discovered LQKHUVWXG\RI'DYHHYHQZKHQWKHZULWLQJLQGLIIHUHQWFRXUVHVLV³VLPLODU
LQPDQ\ZD\V´VWXGHQWVRIWHQIDLOWRVHHWKHFRQQHFWLRQVDFURVVFRQWH[WVSDUWLFXODUO\EHFDXVH
WKH\GRQ¶W³NQRZHQRXJKDERXWDVXEMHFW´WRH[WUDSRODWHLQGLYLGXDOVNLOOV'DYH¶VDELOLW\WR
write cohesively in his Composition course did not transfer into his Poetry class, where he was 
XQGHUWKHLPSUHVVLRQWKDWKLVLQVWUXFWRUZDVORRNLQJIRUWKH³WUXHPHDQLQJ´RIDSRHPUDWKHU
than for a cohesive analysis (250).   
What transfers from one setting to another, according to Devitt, are conceptions about 
JHQUHVXQGHUVWRRGDV³VRFLDODFWVVWHPPLQJIURPSHUFHLYHGUHSHWLWLRQVRIVLWXDWLRQ´
7KRXJK³*HQUHVPLJKWVHHPWRUHSUHVHQWJHQHUDOL]DEOHZULWLQJVNLOOVWKDWFDQPRYHIURPRne 
XQLTXHVLWXDWLRQWRDQRWKHUZLWKLQWKHVDPHJHQUH´LQVWUXFWRUVPXVWXQGHUVWDQGWKDW³JHQUHVDOVR
GLIIHUIURPRQHDQRWKHUDQGLQZD\VWKDWUHYHDOWKHVLWXDWHGQHVVRIJHQUHVDQGDOOZULWLQJ´'HYLWW
216-17). For this reason, Devitt suggests that, without teaching rigid algorithms or well- 
structured problems, instructors can utilize genres as ways to encourage transfer, since the 
VLPLODULWLHVRIJHQUHVDFURVVFRQWH[WV³PLJKWOHDGWRVRPHZULWLQJVNLOOVEHLQJWUDQVIHUDEOHIURP
one writing event to the next´6LQFH³DZULWHUPRYLQJDPRQJORFDWLRQVFDUULHVDORQJDVHW
RIZULWLQJH[SHULHQFHV´'HYLWWFRQWHQGV³NQRZLQJVRPHJHQUHVJLYHVWKHDVVRFLDWHDSODFHWR
VWDUWDORFDWLRQKRZHYHUGLIIHUHQWIURPZKLFKWREHJLQZULWLQJ´+HQFHZHVKRXOGWHach 
VWXGHQWVDERXWJHQUHVLQRUGHUWREXLOGWKHLU³ZULWLQJUHSHUWRLUHV´DOORZLQJWKHPWRWUDQVIHUWKLV
NQRZOHGJHIURPRQHFRQWH[WWRWKHQH[WLIRQO\WRJLYHVWXGHQWVDSODFH³WRVWDUW´ZULWLQJ 
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Also focusing on the teaching of concepts rather than context-specific skills, Doug 
'RZQVDQG(OL]DEHWK:DUGOHGHYHORSHGDQ)<&FXUULFXOXPLQWHQGHGWR³HQFRXUDJHWUDQVIHU´
VSHFLILFDOO\E\DGGUHVVLQJZKDWWKH\SHUFHLYHGWREH³WKHPRUHFRPPRQSUREOHPVZLWKPDQ\
FYC courses (i.e., separating content from conWH[W´%\SURPRWLQJPHWD-awareness about 
writing within a writing-focused curriculum, Wardle suggests that we can teach beginning 
ZULWHUVWR³UKHWRULFDOO\UHIOHFWRQDQGDQDO\]HFXUUHQWDQGSDVWZULWLQJDVVLJQPHQWV´
HPSKDVL]LQJ³RQHRIWKHPRVWWUDQsfer-HQFRXUDJLQJEHKDYLRUV´E\IRFXVLQJRQPHWD-awareness 
(77). 
:LWKDFXUULFXOXPIRFXVHGHQWLUHO\RQZULWLQJZKHUH³VWXGHQWVUHDGZULWLQJUHVHDUFK
conducted reading and writing auto-ethnographies, identified writing-related problems that 
interest them, wrote reviews of literature on their chosen problems, and conducted their own 
SULPDU\UHVHDUFKWKDWWKH\UHSRUWHGERWKRUDOO\WRWKHFODVVDQGLQZULWLQJ´'RZQVDQG:DUGOH
VHWRXWWRKHOS³VWXGHQWVUHIOHFWRQKRZZULWLQJLVXVHGLQVRFLHW\DQGDFURVVGLVFLSOLQHV´UDWKHU
than focusing the curriculum on specific skill-sets and genres that may or may not transfer into 
other disciplines (70-1). The goal of the curriculum is for students to acquire a declarative 
understanding of concepts such as rhetorical situations and discourse communities before 
engaging in their individual research, in this way merging declarative and procedural knowledge 
with the goal of encouraging the transfer of these skills and concepts into other writing contexts.  
T ransfer within F Y C? 
 Taking into account the contextual implications of transfer and the role of meta-
awareness in the generalization of writing-related concepts from FYC, many contemporary 
scholars in the field of Rhetoric and Composition have continued to redefine the ways in which 
transfer is traced and studied. However, while the question of transfer from FYC to other 
contexts has received much attention, and while many have acknowledged the role of initial 
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learning in encouraging transfer (Beaufort; De Corte; Donahue; Perkins and Salomon), our field 
has paid little attention to the ways in which students struggle with the issue of transfer as they 
are writing from assignment to assignment within FYC  
In FYC, students are introduced to a variety of new writing-related concepts, and are then 
expected to apply this knowledge in the writing assignments completed within the same course. 
Though our field has begun to recognize the struggles that students may face as they attempt to 
apply these concepts in contexts outside of composition, I argue that we can begin to trace these 
struggles to learn and then transfer within the course itself. By focusing on near transfer with an 
emphasis on adaptation, composition instructors can teach their students to not only learn the 
concepts presented to them in composition, but to also operationalize these concepts by using 
them various writing situations. In this way, the near transfer of writing-related concepts can be 
directly used to support the potential far-transfer of these skills, as students are taught adaptation 
from their initial exposure to new tasks. Borrowing from the limitations of transfer described in 
previous scholarship,I conducted a study that analyzes the operalization of writing concepts in 
composition, focusing on how students translate writing instruction into their writing 
DVVLJQPHQWVZLWKLQDVLQJOHFRPSRVLWLRQFRXUVH%\WUDFLQJWKHVWXGHQWV¶HIIRUWVWRWUDQVIHU
knowledge across near contexts within the classroom, I hope to find clues regarding how to 
support transfer within composition.  
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C H APT E R 2: M E T H O DS 
 
In order to trace transfer within FYC, I designed a study to answer the following 
questions: 
1) How do students apply writing-related concepts learned in class to their writing 
assignments composed within the same course?  
2) If students fail to apply the writing-related concepts learned in class to their writing 
assignments, how can we teach them to operationalize these concepts so that they can 
apply them more successfully? 
These questions can be directly linked to the problems with transfer identified by 
composition scholars when discussing transfer from FYC, such as the difficulties of eliciting 
transfer across contexts (Beach; Beaufort; Perkins and Salomon) and the importance of 
encouraging transfer in secondary as well as primary settings, in order to encourage students to 
utilize learned knowledge in a new tasks (McCarthy; Devitt; Wardle). Though we may have little 
control over the ways in which transfer will be encouraged in secondary contexts outside of our 
classrooms, my goal was to study how transfer is encouraged within our same courses, as we 
help students navigate from one writing assignment to the next.  
Data Collection 
 I conducted an ethno-semantic discourse analysis of one Composition I course, a course 
consisting of twenty-five college freshmen (MacNealy). This analytic method focused on 
discourse allowed me to trace the communication between the instructor and her students, as 
they navigated through class activities and assignments. The course was taught by a second-year 
Graduate Teaching Associate, and was structured as a combination of Writing about Writing and 
6HUYLFH/HDUQLQJSHGDJRJLHV7KHWHDFKHUWLWOHGWKHFRXUVH³:ULWLQJIRU&KDQJH´DQGQRWHGWKDW
it was intended to teach students rhetorical concepts such as analysis, audience, and delivery, and 
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to then allow students an opportunity to explore these concepts as they apply to specific social 
issues chosen by the students. By teaching rhetorical strategies and social issues together, the 
instructor hoped to provide her students with an opportunity to engage in writing that could 
potentially be used to communicate within organizations targeting social issues of interest to 
them. My data collection consisted of observations, interviews, and textual analyses. 
Observations 
In order to trace the interactions between students and their instructor as they maneuvered 
through various activities and assignments, I observed and audio recorded each fifty-minute class 
session for the duration of one Fall semester. During each class, I made note of the areas in 
which students seemed to struggle when being presented with a new writing-related task or 
FRQFHSW:LWKWKHVWXGHQWV¶DSSURYDO,DOVRVDWLQGXULQJVPDOOJURXSDFWLYLWLHVQRWLQJKRZ
students attempted to oSHUDWLRQDOL]HWKHLQVWUXFWRU¶VGLUHFWLRQVLQWRDSURGXFWZLWKLQDOLPLWHG
amount of time. I paid specific attention to the types of questions that students asked in these 
situations, both to other group members and to the instructor. My purpose through these 
observations and field notes was to trace both how students acquired or learned knowledge in its 
initial task-setting, and how this knowledge was (or was not) transferred into secondary tasks, 
such as those presented in small group activities and writing assignments in class. 
Interviews 
While class observations allowed me to examine how the instructor presented 
LQIRUPDWLRQLQWKHFODVVURRP,DOVRZDQWHGWRFRPSDUHWKHVHSUHVHQWDWLRQVWRWKHLQVWUXFWRU¶V
personal objectives for each of her units. To accomplish this, I conducted three interviews with 
the course instructor, each preceding the introduction of a new unit and unit assignment. During 
these interviews, my goal was to analyze both the declarative and procedural goals set by the 
instructor for her students, in order to understand what she wanted her students to know about (or 
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learn) and what she then expected them to know how to do with this knowledge (transfer). I 
DVNHGWKHLQVWUXFWRUWRLGHQWLI\WKH³GHFODUDWLYHDQGSURFHGXUDOJRDOV´IRUKHUVWXGents within that 
XQLWDQGWRGLVFXVVKRZVKH³SODQQHGWRPHHWWKHVHREMHFWLYHVLQFODVV´6HH$SSHQGL[$IRU
other interview questions). In this way, I was able to understand and analyze how the instructor 
HQYLVLRQHGKHUVWXGHQWV¶RSHUDOL]DWLRQRINQRZOHGge, before beginning to asses how the students 
actually met these expectations in their writing.  
 $VLGHIURPXQGHUVWDQGLQJWKHLQVWUXFWRU¶VREMHFWLYHVIRUKHUVWXGHQWV,DOVRZDQWHGWR
discuss her predictions for how the students would  receive the knowledge presented to them in 
the unit. I asked her to identify specific areas where students may struggle, and to describe 
specific class activities that she planned to conduct with the goal of targeting these 
complications. Through these interviews, my goal was to understand the intentions of the 
instructor for eliciting transfer from her students, asking her to describe how she planned to 
guide her students from understanding to operalization with regards to writing-related concepts.  
 As I was gathering my initial findings, I also presented them to the instructor, in an effort 
to enhance the validity of my study through Teacher Action Research. In my fourth chapter, I 
SUHVHQWWKHLQVWUXFWRU¶VUHDFWLRQVWRP\LQLWLDOILQGLQJVZKHUHVKHH[SODLQVKHUSHUFHSWLRn of my 
observations and analysis, and her efforts to implement some of my suggestions in her current 
course. This section provides us with an overview of how my findings, even in their preliminary 
stages, can be considered and applied in the composition cODVVURRPHQFRXUDJLQJLQVWUXFWRU¶VWR
analyze how their own objectives can potentially be received by their students.  
Textual Analysis 
In addition to studying the ways that students translated writing-related knowledge within 
the classroom, my focus on transfer required that I explore the ways in which students 
transferred (or failed to transfer) this knowledge into their written products, those that were 
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generally completed individually in a context outside of the classroom. For this purpose, I 
collected the drafts of four case-study participants within the course. These participants were 
selected on the first day of the semester based on their willingness to participate in this study. At 
this initial meeting, these students agreed to send me electronic copies of their major 
assignments, to ensure that these samples were free from instructor comments and grading.  
While the student sample papers would allow me to explore the operalization of writing-
related knowledge outside of the classroom, in order to analyze how these students were initially 
exposed to this knowledge, I also collected the assignment sheets pertinent to each of the three 
major units in this course. By collecting these assignment sheets in conjunction with the 
instructor interviews and the student papers, I was able to trace how course expectations were 
delivered from the instructor to her students, and from the students into their individual papers.  
Data Analysis 
Once I collected all pertinent materials for each unit, I began the preliminary categorization of 
transcripts and texts, starting with the instructor interviews and the major unit assignment sheets. 
Using the objectives of each unit and unit assignment as described by the instructor during her 
interview and through her assignment sheet, I developed coding categories to be traced in each 
transcript (See Appendix B for a description of unit objectives and coding categories). I used a 
T-unit analysis as an initial method to identify the major themes in each data-set, where each T-
unit was represented by one main clause and all its modifiers (MacNealy). This initial 
quantification allowed me to count the number of instances that each code was used in each 
transcript, since each of my categories would be slightly adjusted in each transcript.  
)RUH[DPSOHLQKHULQWHUYLHZIRUWKHILUVWXQLWDVVLJQPHQWWKH³:ULWLQJ3URFHVV3URMHFW´
where students were asked to discuss their writing processes, the instructor explained that 
VWXGHQWVVKRXOG³'LVFXVV>WKHLU@ZULWLQJSUDFWLFHV´³5HIOHFWRQ>WKHLU@ZULWLQJSURFHVVHV´DQG
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SURYLGHD³SHUVRQDOUHIOHFWLRQ>DERXWZULWLQJSURFHVVHV@´7KHVHWKUHHVWDWHPHQWVZHUH
categorized as SW (students examine or should examine their own writing processes), and were 
counted as three T-Units in the interview transcript. In the assignment sheet provided to the 
VWXGHQWVWKHDVVLJQPHQWZDVGHVFULEHGDVRQHLQZKLFKVWXGHQWVZRXOGEH³:ULWLQJDERXW
\RXUVHOI>DVDZULWHU@´7KLVVWDWHPHQWZDVDOVRFDWHJRUL]HGDV6:HYHQWKRXJKWKHWHUP
³SURFHVV´LVQRWGLUHFWO\PHQWLoned), and was counted as one T-Unit in which writing processes 
ZHUHGLVFXVVHGZLWKLQWKHDVVLJQPHQWVKHHW/DVWO\WKH6:FDWHJRU\DSSHDUHGLQWKHVWXGHQWV¶
SDSHUVDVWKH\ZURWHSKUDVHVVXFKDV³:KHQ,ZULWH´³0\ZULWLQJSURFHVV´DQG³0\DIIDLUZLWK
wrLWLQJ´HDFKRIZKLFKZRXOGFRXQWDVDVHSDUDWH7-Unit under the SW category.  
By using the T-Unit analysis as an initial method, where I counted the number of times 
that each category appeared in a transcript, I was able to see how much weight was given to each 
objective by the instructor, the assignment sheet, and by the students in their papers. In the case 
RIWKLVLQLWLDOH[DPSOH,ZDVDEOHWRFRQFOXGHWKDWWKHLQVWUXFWRUPHQWLRQHGWKHVWXGHQWV¶ZULWLQJ
processes (SW) during 67% of her interview (or 67% of the T-Units in her interview transcripts) 
and in 22% of the assignment sheet (or 22% of the T-Units in the assignment sheet). The 
students mentioned their own writing processes during 57% of their own papers (or 57% of the 
T-Units in the three sample papers that I studied). In this way, I was able to identify any 
GLVFUHSDQFLHVEHWZHHQWKHLQVWUXFWRU¶VJRDOVDQGZKDWVKHSUHVHQWHGWRKHUVWXGHQWV)RULQVWDQFH
LQKHUWKLUGXQLW³5KHWRULFDO$QDO\VLV´WKHLQVWUXFWRUVSHQWRIKHULQWHUYLHZH[SODLQLQg that 
students should employ rhetorical concepts in their analyses. However, only 7% of the T-Units in 
the third unit assignment sheet mentioned the use of rhetorical concepts, and consequently (I 
argue), only 10% of the T-8QLWVLQWKHVWXGHQWV¶WKLUGXQLt assignments reflected the application 
of rhetorical concepts. 
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Though the T-Unit structure was only a preliminary method of analysis, such a 
quantification tool allowed me to identify the areas where students failed to operationalize the 
knowledge presented to them in the classroom, before beginning to explore why these 
discrepancies may have occurred. As presented in Appendix B, the coding categories that I used 
accounted for instances in which students used the concepts presented in class without 
referencing specific terms, such as a discussion of writing processes that does not entail the word 
³SURFHVV´IRUH[DPSOH,QVXFKFDVHVUDWKHUWKDQXVLQJFRGLQJVRIWZDUHWKDWWDUJHWVWKHXVHRI
specific words, I coded each paper individually to trace the  use of both terms and concepts, and 
to analyze not only if the students were mentioning particular terms, but also, more specifically, 
if they were operationalizing the concepts presented in class within their papers. In this way, my 
method of analysis accounted not just for the quantifying of words, but also for the application of 
concepts in different assignments.  
Student Papers 
 I used a similar method for the coding and analysis of student papers. Working with 
another composition instructor to increase reliability, we individually categorized each T-unit 
within the papers of each student participant, in conjunction with the established themes from the 
assignment sheets and instructor interviews. My objective was to first trace how the major 
concepts taught LQWKHFODVVURRPDSSHDUHGLQWKHVWXGHQWVDQGWKHVWXGHQWV¶SDSHUV6LQFH
students can often operationalize particular concepts without referencing direct terms, I 
developed coding categories that accounted for instances in which students referenced terms 
directly and/or used concepts from the classroom without referencing the direct terms themselves 
(See Appendix B for all coding categories). In this analysis, I wanted to first trace where the 
concepts appeared, before assessing how effectively they were being used.   
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By using similar T-units as those established in the assignment sheets and interviews, we 
were once again able to quantify the number of times that a specific student completed each task 
presented by the instructor, and were then able to calculate these percentages in comparison to 
how often the student deviated from the objectives described by the instructor. In this way, our 
coding methodology allowed me to have a more concrete method for understanding how much 
and how often students did or did not fulfill the requirements of each assignment.  
Class Observations  
 After identifying the major unit objectives developed for and presented to the students, 
and calculating the frequency of these themes in the written work of selected students, I began to 
analyze the process through which these students may have interpreted the objectives of their 
assignments. I began by studying my field notes and observation transcripts, identifying each 
instance during which the students and/or the instructor discussed the writing-related concepts 
pertinent to each major unit assignment. I focused primarily on the questions that students were 
asking during class in relation to their assignments, noting the ways in which the instructor 
addressed these concerns. Using the same T-unit method of analysis  previously described for the 
instructor interviews, unit assignment sheets, and student papers, I coded the class segments 
during which each assignment was introduced verbally to the students by the instructor, 
identifying and quantifying the frequency of the major themes presented to the students. Through 
WKLVPHWKRGRORJ\,ZDVDEOHWRH[SORUHWKHZD\VLQZKLFKVWXGHQWVSHUFHLYHGWKHLQVWUXFWRU¶V
expectations in class, before attempting to transfer this perception, in conjunction with the 
knowledge they acquired about the unit, into a written assignment.  
 %\FRPELQLQJWKHWH[WXDODQDO\VLVRISDSHUHYLGHQFHVXFKDVVWXGHQWV¶HVVD\VDQGXQLW
assignment sheets, with my transcripts and observations of student-teacher interactions (as well 
as the individual goals of the instructor) traced through each unit, I was able to asses the ways 
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that FYC students within this classroom strove to operationalize writing-related knowledge 
within a single course. After coding and analyzing each individual segment and unit, I began to 
see patterns in the ways that students struggled when using and applying new ideas, concepts, or 
approaches. These struggles, as I will continue to discuss, are frequently rooted in the 
miscommunication of objectives between the students and the instructor, leaving the students to 
GHFLSKHUZKDWWKH\DUH³VXSSRVHGWRZULWH´EDVHGRQDFWLYLWLHVDQGDVVLJQPHQWVKHHWVWKDWPD\
not directly reflect the objectives of the instructor. By exploring these discrepancies, I hope to 
shed light on the possible complications that students encounter when attempting to transfer 
knowledge from the classroom into individual assignments. In addition, it my hope that this 
analysis may also help us identify the difficulties faced by FYC instructors, as we strive to 
translate our personal objectives for our students into lessons and activities  that elicit such 
transfer.  
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C H APT E R 3: R ESU L TS 
 In my initial research question, I set out to explore the ways in which students apply the 
writing-related concepts presented to them in the classroom in their writing assignments 
completed within the same course. My findings suggest that within the course I studied, students 
rarely transferred the concepts presented to them in class to their writing assignments completed 
RXWVLGHRIFODVVSULPDULO\EHFDXVHWKHWHDFKHU¶VH[SHFWDWLRQVIRUWKRVHDVVLJQPHQWVZHUHQRW
accompanied by enough scaffolding for successful application. In this section, I will discuss the 
VWXGHQWV¶IDLOHGDWWHPSWVDWRSHUDWionalizing four writing-related concepts, and will explore the 
miscommunication between the instructor and her students that may account for this failure. In 
DGGLWLRQ,ZLOOSUHVHQWRQHVWXGHQW¶VVXFFHVVIXORSHUDOL]DWLRQDQGZLOOGLVFXVVWKHLQVWUXFWRU¶V 
YLWDOUROHLQHQFRXUDJLQJWKLVVWXGHQW¶VWUDQVIHURINQRZOHGJHIURPWKHFODVVURRPLQWRKHUZULWLQJ
through scaffolding and meta-rhetorical reflection.  
Comparing W riting Processes 
The first unit introduced in the course I studied was intended to explore tKHVWXGHQWV¶RZQ
writing processes. As the instructor explained during her interview, the main purpose of this unit 
ZDVIRUVWXGHQWVWR³VWDUWWREXLOGDUHODWLRQVKLSZLWKZULWLQJ´DQGWR³OHDUQWKDWJRRGZULWHUVDUH
QRWERUQ´SULPDULO\E\³UHDG>LQJ@WHxts about writing from professional writers with an eye on 
WKHLURZQSURFHVV>HVV@´DQG³FRPSDU>LQJ@DQGFRQWUDVW>LQJ@ZULWLQJSUDFWLFHV´7RDFKLHYHWKLV
WKHLQVWUXFWRUDVVLJQHGD³:ULWHU3URILOH´DQGD³:ULWLQJ3URFHVV3URMHFW´DVVLJQPHQWZKHUH
students would first describe their own literacy stories and then compare these stories to those of 
a professional writer of their choice.   
 When I asked the instructor to predict where her students would struggle with this 
DVVLJQPHQWVKHH[SODLQHG³,WKLQN>VWudents] might hide their own process behind that of a 
professional writer and write a biography of them instead, because they might not understand 
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KRZWKHVHZULWHUVKDYHDOVRVWUXJJOHGWRGHYHORSWKHLURZQSURFHVV´,QIDFWZKHQFRGLQJWKH
sample student papers from this classroom, this was one of the weakest areas for these students. 
Rather than comparing their processes to those of professional writers, some students did, as 
predicted by the instructor, fall into writing biography of another writer. 
 One student, Angela, after choosing Alice Hoffman as her professional writer, 
approached the assignment in this way: 
Alice Hoffman was born on March 16, 1952 in New York City but spent her 
childhood in Long Island, New York. Her skills for writing appeared during her 
college years as she received the Mirrellees Fellowship for Stanford Creative 
Writing Center where she was presented with a MA in Creative Writing. At the 
age of 21, Alice Hoffman wrote her first novel Property Of and after this 
successful publication, her creativity and driven continues throughout the years 
and are the blame for her other popular novels 
 
 Based on this excerpt, it is clear that Angela is focusing more on providing a biographical 
account of Alice Hoffman than of comparing her own wULWLQJSURFHVVWRKHUFKRVHQDXWKRU¶V
6KHUHIHUHQFHV+RIIPDQ¶VFKLOGKRRGDQGEDFNJURXQGDQGOLVWVVRPHRI+RIIPDQ¶VLQLWLDOZRUNV
$QJHODGRHVQRWPHQWLRQ+RIIPDQ¶VZULWLQJSURFHVVDQGGRHVQRWPDNHDQ\UHIHUHQFHVWRKHU
own process in comparison. ThougK$QJHODJRHVRQWRH[SODLQWKDW$OLFH+RIIPDQ³ZDVDJUHDW
WHDFKHU´ZKR³WDXJKWPHWKDW\RXFDQQRWZULWHZLWKJXLGHOLQHVDQGOLPLWDWLRQV´KHUSDSHU
contained only three small mentions of her own writing process, none of which are directly 
related to AlicH+RIIPDQ¶V,Q$QJHOD¶VFDVHWKHLQVWUXFWRU¶VSUHGLFWLRQUHJDUGLQJKHUVWXGHQWV¶
struggles with this assignment proved accurate. 
Similarly, a second student, Jackie, used her Writing Process Project to present what was 
largely a biography of Roxana Robinson, stating: 
>5RELQVRQ¶V@DELOLW\WRVWULYHWRFUHDWHSRVVLEOHRXWFRPHVRIDVLWXDWLRQDOORZVKHU
imagination to flow throughout her work. Some of her most notable work 
includes Cost (2008), which unravels around the effect that drug addiction can 
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have on the family environment. Another one of her will acclaimed works, 
Streetwater (2003), focuses on a woman who has lost her husband and as a result 
battles with her quest for identity, love, and a sense of belonging 
 
 /LNH$QJHOD-DFNLHDOVRQDPHV5RELQVRQ¶VIDPRXVZRUNVIRFXVLQJRQ5RELQVRQ¶V
SURIHVVLRQDOEDFNJURXQGPXFKPRUHWKDQKHUZULWLQJSURFHVV6KHHODERUDWHVRQ5RELQVRQ¶V
novels, detracting more from the purpose of the assignment by providing plot overviews of these 
WH[WV-DFNLHPHQWLRQV5RELQVRQ¶s creativity, but does not elaborate on how this creativity comes 
LQWRSOD\GXULQJ5RELQVRQ¶VFRPSRVLQJSURFHVV$OVROLNH$QJHOD-DFNLHGRHVJRRQWRPDNH
VRPHORRVHFRQQHFWLRQVEHWZHHQ5RELQVRQDQGKHUVHOIH[SODLQLQJ³:KHQ,UHDG0UV
5RELQVRQ¶VYLHZon her creative process I became inspired. She reveals the little selfishness 
insider her to write from the purpose of coming to a conclusion, for her self-VDWLVIDFWLRQ´/LNH
Angela, however, Jackie devotes more than half of her three-page paper to a biography of 
Roxana Robinson, leaving little room to explore the connections to her individual writing 
process. 
 Though I have only provided two isolated examples, what I can deduce from these papers 
is that the instructor was largely correct in predicting her VWXGHQWV¶VWUXJJOHV6KHOLNHPDQ\
instructors in FYC and other courses, knew enough about her material to understand where her 
students may need a little extra assistance. What she did not understand as well, however, was 
how to address these issues before her students approached this assignment. While we may 
assume by looking at the sample student papers that students did not understand how to compare 
their own writing processes to the processes of professional writers, what my data suggests is not 
that students did not know how to do this, but that they did not understand this to be the objective 
of the instructor for this assignment. Instead, by analyzing the assignment sheet for this paper in 
conjunction with the class discussions in which this paper was introduced, it became clear to me 
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that the students were actually fulfilling what they perceived to be the goals of the assignment, 
and were missing the mark in relation to the comparing of writing processes mainly because they 
did not understand this to be the primary objective of their papers.  
While my study participants, like Angela and Jackie, did make some mention of their 
DXWKRUV¶ZULWLQJSURFHVVHVWKH\GHYRWHGDVLJQLILFDQWSRUWLRQRIWKHLUSDSHUVRIWKHWRWDO7-
Units for all three papers) to a biographical discussion of their individual authors. In this case, I 
could see that these students may have known how to compare writing processes, since they 
were able to successfully compare their own writing processes to those of professional authors in 
19% of the total T-Units for the three papers. However, they made the choice to spend more time 
GLVFXVVLQJWKHDXWKRUV¶ELRJUDSKLFDOLQIRUPDWLRQQRWEHFDXVHWKH\GLGQRWNQRZKRZWRFRPSDUH
writing processes, but arguably because they did not understand this comparison to be the main 
objective of the assignment. The students understood the process of comparison, and they had 
learned about writing processes during the unit, but they failed to transfer this knowledge into 
their writing assignment because they did not understand the need for such transfer to be the 
objective of the assignment. 
 As I have shown through the example of Angela and Jackie, failures with transfer are not 
necessarily caused by failures with learning. In fact, there is little evidence in my data suggesting 
WKHVWXGHQWV¶IDLOXUHWROHDUQDQ\RIWKHZULWLQJ-related concepts presented to them in class, while 
the class discussions during which students readily defined and discussed the concepts 
introduced in the course suggests that students were able to adequately learn the concepts. 
Instead, failures with transfer, at least in the case of writing processes for the purposes of this 
H[DPSOHDUHIUHTXHQWO\URRWHGLQWKHPLVFRPPXQLFDWLRQRIWKHLQVWUXFWRU¶VREMHFWLYHV,QWKLV
example, the miscommunication between the students and the instructor occurred within the 
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classroom, as the instructor introduced the assignment.  On the date that this assignment was 
introduced to the students, the instructor explained:  
Hopefully you can find connections about what they [professional writers] do and 
what you do to discuss there in your Writer Profile. Two to three pages of writing, 
double-VSDFHGVRLW¶VOLNHRQHWRWZRSDJHVRIDFWXDOW\SLQJ,WVKRXOGEHDIDLUO\
easy assignment for you 
  
 Though the instructor mentions writing processes in this introduction, the focus seems to 
be on the other requirements of the assignment²the formatting and general length. What makes 
WKHDVVLJQPHQW³IDLUO\HDV\´LVWKHIDFWWKDWLWLVVKRUWDQGGRXEOH-spaced, something that should 
make the students more comfortable as they begin writing. Though these instructions may reflect 
WKHLQVWUXFWRU¶VDWWHPSWWRHDVHKHUVWXGHQWVLQWRWKHLUILUVWDVVLJQPHQWWKLVLQLWLDOH[SRVXUHWR
their writing task seemed to reflect WKHVWXGHQWV¶RZQFRQFHUQVDVWKH\FRQWLQXHGZULWLQJ
Following this introduction, the students continued by asking questions related to what they 
perceived to be the most important aspects of the assignment, mainly writing two to three pages 
that were double-spaced, all with some concern about professional writers. They asked: 
Student 1: ³'RZHKDYHWRFLWHDQ\WKLQJ"´ 
Student 2: ³6KRXOGZHXVH0/$IRUPDW"´ 
Student 3:  ³+RZVKRXOGZHWLWOHRXUSDSHUV"´ 
 
Though these may be valid concerns, the focus of the assignment shifted to the 
formatting of each page rather than the content, leaving aside any discussion of how and when 
students should be comparing their writing process to those of professional writers. Since the 
assignment was introduced in terms of formatting, the students followed with similar concerns, 
QHJOHFWLQJWKHLQVWUXFWRU¶VEULHIPHQWLRQRIZULWLQJSURFHVVHV 
7KHVWXGHQWV¶LQLWLDOFRQFHUQVDIWHUEHLQJVXSSRUWHGE\WKHLQVWUXFWRUGXULQJWKHFODVV
introduction of the assignment, were also reflected in the assignment sheet that was given to 
                                                                                                                          
29    
WKHPRQWKDWVDPHGD\,QWKH³:ULWLQJ3URFHVV3URMHFW´DVVLJQPHQWVKHHWRIWKH7-Units 
coded were related in some way to the formatting requirements for this project, while the 
remaining 62% referenced the concepts in the assignment. The assignment sheet asked students 
WRFKHFNWKHLUKDQGERRNVIRULQVWUXFWLRQVRQ0/$IRUPDWWLQJWRGHOLYHU³WRSDJHVRI
ZULWLQJ´ZKLOHVLPXOWDQHRXVO\JLYLQJVWXGHQWVDQXPEHURIRSWLRQVIRUZD\VWKDWWKH\FRXOG³SXW
tKLVWKLQJWRJHWKHU´7KHIRFXVRQFHDJDLQDVVWXGHQWVUHDGWKLVDVVLJQPHQWVKHHWUHPDLQHGRQ
the formatting options and restrictions available.  
7KRXJK,FDQQRWPDNHDVVXPSWLRQVDERXWWKHVWXGHQWV¶FRQFHUQVDVWKH\FRPSRVHGWKHVH
papers at home, I was present on peer-review day, where students brought in their full drafts 
ready to gain some suggestions for improvement. Before class, I witnessed and recorded a 
conversation between three students, as they discussed their papers: 
<RXGLGQ¶WGRXEOH-space it? 
Were we supposed to? 
:HOOWKDW¶V0/$IRUPDW 
This is how you double-space, right?  
Did I do it right? 
&DQ,VHH\RXU0/$ERRN",VZHDU,FKHFNHGDQGLWGLGQ¶WVD\DQ\WKLQJDERXW
double-spacing. 
 
 $JDLQLQWKLVEULHIFRQYHUVDWLRQWKHVWXGHQWV¶FRQFHUQVreflected what they 
perceived to be those of the instructor, and those that they saw on their assignment sheets. 
The students understood that in order to successfully complete the assignment, they had 
to have two double-spaced pages of writing following MLA formatting, and they were 
worried about their abilities to meet these criteria. They frantically exchanged papers 
before the instructor walked into the classroom, looking for the errors that they believed 
could potentially cost them their grade. Once class began and the instructor entered the 
URRPWKHVWXGHQWV¶IRUPDWWLQJFRQFHUQVZHUHRQFHDJDLQVXSSRUWHGE\WKHFODVV
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discussion, as students engaged in peer review. They were instructed to switch papers 
with a partner, and to answer the following questions: 
Format: 
-Circle anything missing from the proper heading 
-Is the paper typed and double-spaced? 
-Is the paper 2-3 pages? 
-'RHVWKHZULWHU¶VQDPHDSSHDURQWKHWRSULJKWKDQGFRUQHURIHDFKSDJH" 
-If direct quotes have been used, are they properly cited within the text? Y/N 
Mechanical errors: 
-Is the writing clear of grammar/spelling errors? 
-Is the writing easy to read? If not, how/where can the writer improve? 
Content: 
-,VWKHUHDGHVFULSWLRQRIWKHZULWHU¶VSURFHVVLQWKHLURZQZRUGV" 
-Connections made about their process and the writer 
-Discuss what you learned from reading this draft 
 
Though content is mentioned in this peer-review structure, as students are asked to 
LGHQWLI\³DGHVFULSWLRQRIWKHZULWHU¶VSURFHVV´LQWKHLUSHHUV¶ZRUNWKHFHQWUDOFoncern in these 
LQVWUXFWLRQVDWOHDVWIURPWKHVWXGHQWV¶SHUVSHFWLYHVVHHPHGWRUHPDLQZLWKIRUPDWWLQJ%HIRUH
EHLQJDVNHGWRUHDGWKHLUSHHUV¶GUDIWVVWXGHQWVZHUHDVNHGWR³FLUFOH´HUURUVLQWKHKHDGLQJWR
check the spacing of the document, and to verify that the papers were no less than two pages in 
length, leaving the discussion of content to the end of the review process. As a result, the 
instructions for peer-UHYLHZUHIOHFWHGWKHVWXGHQWV¶SHUFHSWLRQRIWKHLQVWUXFWRU¶VREMHFWLYHVHYHQ
if the instructor herself did not understand this to be the case.  
1RWVXUSULVLQJO\DVWKH\ZHUHUHYLHZLQJHDFKRWKHU¶VSDSHUVVWXGHQWVUHPDLQHG
concerned with formatting, commenting: 
Student 1: I double-spaced. Is that wrong? 
Student 2: <RXVDLGZHGLGQ¶WQHHGDWorks Cited page, right? 
Student 3: ,GRQ¶WHYHQNQRZKRZP\SDSHULV,W¶VQRWHYHQIRUPDWWHGDQG
stuff 
Student 4: ,W¶VSUHWW\JRRG<RXKDYHWZRSDJHVEXWLW¶VQRWLQ0/$ 
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Based on these comments and on the structure of peer-review day, the message that 
students seemed to be receiving was much different from the one intended by the instructor 
during her interview. To these students, a paper cannot even be defined until it is formatted, and 
D³JRRG´SDSHULVRQHWKDWVLPSO\IROORZV0/$JXLGHOLQHVLQDGGLWion to meeting the two page 
minimum requirement.  Students were not reading their own drafts or the drafts of their peers 
with an eye on content, and thus were not addressing concerns regarding the differences between 
a comparison of writing processes and a presentation of biographical information not necessarily 
because they did not understand these concepts, but also because they were not being instructed 
to look for such issues. Facing an assignment that was introduced in terms of minimal lengths 
requirements and participating in a peer-review session that listed formatting as a primary 
objective, students proceeded to write their drafts with such concerns in mind. Though they did 
QRWWUDQVIHUWKHLQVWUXFWRU¶VREMHFWLYHVDVVKHSHUFHLYHGWKHPGXULQJKHULnterview with me, 
students did seem to be transferring what they perceived to be the goal of the assignment. For 
this reason, if we are to encourage the transfer of specific concepts from our classroom to our 
VWXGHQWV¶ZRUNWKHQSHUKDSVZHFDQHQVXUHWKDW students understand these objectives as well as 
we do, and that such outcomes are presented as a priority in the assignment sheets that students 
receive. In this way, students will no longer struggle to understand our objectives, and they will 
(hopefully) place their attention on our desired outcomes, rather than focusing on formatting 
issues that do not reflect our primary goals. 
Rhetorical Situations and The Concept of Discourse Communities 
 While my previous examples uncovered a discrepancy in student-teacher communication 
as a possible cause for the limitations of transfer, such miscommunication can also occur as we 
strive to move students from an understanding of a particular concept or skill to the application 
of such knowledge in a secondary context, a distinction that I argue signifies the shift from 
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learning to transfer. In the case of this particular classroom, this transition from declarative to 
procedural knowledge seemed to be one of the biggest obstacles limiting the transfer of writing-
related FRQFHSWVIURPWKHFODVVURRPLQWRWKHVWXGHQWV¶RZQZULWLQJ,QRUGHUWRLOOXVWUDWHWKH
VWXGHQWV¶VWUXJJOHVZLWKWUDQVODWLQJWKHGHFODUDWLYHXQGHUVWDQGLQJRIFRQFHSWVWRWKHSURFHGXUDO
application of these concepts via writing, I will focus on the introduction of the concept of 
discourse communities and rhetorical situations in the Composition classroom. 
 In Unit 2, students explored the concept of discourse communities as described by John 
Swales. As the instructor explained during her interview, she wanteGVWXGHQWVWR³NQRZZKDWD
GLVFRXUVHFRPPXQLW\LVDQGZKLFKRQHVWKH\EHORQJWR´6KHWKHQDOVRZDQWHGVWXGHQWVWRXVH
WKLVNQRZOHGJHLQRUGHUWR³UHFRJQL]HDQGXQGHUVWDQGWKDWWKDW¶VZKDW¶VKDSSHQLQJZKHQWKH\¶UH
FRPLQJLQWRDQHZZULWLQJVLWXDWLRQ´SDUWLFXODUO\WKDWWKH\ZLOO³IHHOXQFRPIRUWDEOH´ZLWKDQHZ
way of writing because they are not yet familiar with the language used by the discourse 
community in which that writing takes place.  
 7KHZD\VLQZKLFKWKHVHREMHFWLYHVZHUHWUDQVODWHGLQWRWKH³'Lscourse Community 
3URILOH´DVVLJQPHQWIRUWKLVXQLWDOVRVHHPHGWRUHIOHFWWKHLQVWUXFWRU¶VJRDORIDOORZLQJKHU
students to explore the challenges faced by newcomers when entering a particular discourse 
community. In this assignment sheet, students were iQVWUXFWHGWR³7HOOPHDQG\RXUIHOORZ
VWXGHQWVDERXWD'&\RXDUHDSDUWRIXVLQJ6ZDOHV¶GHILQLWLRQVRI'LVFRXUVH&RPPXQLWLHV´7KH
DVVLJQPHQWVKHHWZDVWKHQEURNHQGRZQLQWRIRXUVXEFDWHJRULHV³'LVFXVV\RXU'&´³'LVFXVV
your background within this DC,´³'LVFXVVDVRFLDOLVVXH\RXFDUHDERXWFRQQHFWHGWRRU
LQYROYLQJPHPEHUVRIWKLV'&´DQG³)RUPDWWLQJ´:KLOHWKHVHFDWHJRULHVGRUHIOHFWWKH
LQVWUXFWRU¶VREMHFWLYHVIRUWKHDVVLJQPHQWWRVRPHGHJUHHZKDWVWXGHQWVVHHPHGWRPLVVEDVHG
on an analysis of their final papers, was the direct connection between how Swales defines a 
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discourse community and how they should identify the same concepts when studying their own 
communities.  
 :KHQFRGLQJWKHVDPSOHVWXGHQWSDSHUVIRUWKH³'LVFRXUVH&RPPXQLW\3URILOH´,IRXQG
that students were in fact discussing the background of their discourse communities. They 
devoted 32% of the T-Units in their papers to such a discussion. However, though the students 
referenced the background of a particular DC, none of the students made any reference to 
6ZDOHV¶FRQFHSWVLQWKLVGLVFXVVLRQ+HUHLVKRZ'DUDDSSURDFKHGKHU³'LVFRXUVH&RPPXQLW\
3URILOH´ 
Becoming a part of the tennis community as a whole is one of the best decisions 
,¶YHHYHUPDGHDQGEHFRPLQJDSDUWRIWKHLQWUDmural community here at UCF is 
RQHRIWKHEHVWGHFLVLRQV,FRXOG¶YHPDGHIRUP\VHOIKHUH7HQQLVFDQKHOSLQ
many areas of your day-to-day life and is a positive community to be a part of. 
Therefore I encourage you, the reader, to pick up a racquet sometime and try it 
out. After playing for a while, you might come to find yourself becoming as 
addicted to tennis-related sounds as I am.  
  
 Dara is discussing her personal experiences with the tennis community, alluding to the 
benefits of being involved with tHQQLV³FDQKHOSLQPDQ\DUHDVRI\RXUGD\-to-GD\OLIH´DQGVKH
is also describing her decision to enter the community, another requirement described on the 
³'LVFRXUVH&RPPXQLW\3URILOH´DVVLJQPHQWVKHHW:KDWVKHIDLOVWRDGGUHVVGLUHFWO\KRZHYHU
are SZDOHV¶GHILQLQJFULWHULDIRUGLVFRXUVHFRPPXQLWLHVWKRVHGHILQHGLQFODVVDV³PHWKRGVRI
LQWHUFRPPXQLFDWLRQ´³SXEOLFJRDOV´³DFRPPRQOH[LV´³EDODQFHRIH[SHUWVDQGQRYLFHV´
³PHFKDQLVPVWRSURYLGHLQIRUPDWLRQDQGIHHGEDFN´DQG³VKDUHGJHQUHV´ 
By reaGLQJ'DUD¶VH[FHUSWDORQHRQHFRXOGDVVXPHWKDWVKHGLGQRWOHDUQ6ZDOHV¶FULWHULD
in reference to discourse communities because she did not discuss these concepts in reference to 
her own discourse community. However, what my data suggests is not that Dara did not learn or 
that she failed to fully understand these concepts, but that she may not have grasped how these 
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FRQFHSWVFDQEHH[WUDFWHGIURPWKHFRQWH[WRI6ZDOHV¶DUWLFOHDQGDSSOLHGWRRWKHUGLVFRXUVH
communities outside of the text. To Dara, it seemed, the concepts introduced by Swales were 
VWDWLFWHUPVRQO\SHUWLQHQWWRWKHGLVFXVVLRQSUHVHQWHGE\6ZDOHVLQKLVDUWLFOH³3XEOLFJRDOV´DQG
³OH[LV´ZHUHQRWXQGHUVWRRGDVJHQHUDOFRQFHSWVWKDWFDQEHDSSOLHGWRPDQ\GLVFRXUVH
communities. As a result, 'DUD¶VIDLOXUHWRXWLOL]HVXFKWHUPVLQKHUDVVLJQPHQWFRXOGKDYHEHHQ
perceived as her inability to understand the concepts introduced by Swales. However, by 
analyzing the class activities during which Swales was introduced, we can also understand that 
Dara may not have been given the opportunity to apply these concepts in other contexts, before 
being asked to apply them to her own discourse community.  
 'XULQJWKHLQWURGXFWLRQRIWKH³'LVFRXUVH&RPPXQLW\3URILOH´WKHLQVWUXFWRUDGGUHVVHG
6ZDOHV¶FULWHULa in class, as students engaged in this discussion: 
Instructor:  The main reason I wanted you to read Swales is because nobody 
describes the six characteristics of a discourse community better 
than he did. And also, despite its dry nature, he does have a lot of 
things to say and hopefully you got at least those six characteristics 
out of that reading. So, who can tell me what the six characteristics 
are? 
 
Student:  You have to keep in touch with a newsletter or something 
 
Instructor:  Ok, do you remember whDWKHFDOOVWKDW"$Q\ERG\"2NLW¶VFDOOHG
intercommunication. 
 
Student:  You need to have an even number of new people and old people. 
 
Instructor:  Ok, so novices and experts, sure. 
 
Student:  Goals 
 
Instructor:  What kind of goals? Are they public or private goals? 
 
Student:  Public 
 
Instructor:  Right, public goals 
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Student:  They all have language? 
Instructor:  &ORVH:KDW¶VLWFDOOHGLQ6ZDOHVWKRXJK"1RERG\",W¶VFDOOHG
lexis. 
 
Student:  ,WKLQNLW¶VSDUWLFLSDWRU\PHFKDQLVPVRUVRPHWKLQJOLNHWKDW" 
 
Instructor:  I think that would probably be intercommunication though. But 
yeah, the way members are, active or passive.  
 
Student:  Something about like, you have to open up communication in 
RUGHUWREHDPHPEHURIWKHFRPPXQLW\<RXFDQ¶WMXVWOLNHVFDQ 
through it; you have to kind of participate. 
 
Instructor:  <HDKWKDW¶VFRUUHFW,I\RXGRQ¶WUHDGWKHQHZVOHWWHUV\RX¶UH
probably not going to understand the lexis, right? 
 
Student:  8P,¶PQRWUHDOO\VXUHZKDWWKLVPHDQVEXWVRPHWKLQJDERXW
letters? 
 
Instructor:  Genre, right. What does that mean when we talk about genre in 
regard to a discourse community? 
 
Student:  ,GRQ¶WUHDOO\XQGHUVWDQGLWEXW,WKLQNLWPHDQVOLNHVRPHWKLQJWKDW
you read or write, like a paper. 
 
What students engaged in during this discussion was the learning of these terms in 
reference to the Swales article alone²they were not being asked to apply these concepts to 
anything outside of the initial context in which it had been encountered. They displayed a surface 
understanding of these terms by being able to identify them and define them in direct reference 
to the context in which they were originally learned, but they did not understand these terms as 
concepts outside of the article. During this initial discussion, students were still struggling to 
UHPHPEHUZKDWWKH\KDGUHDG³,¶PQRWVXUHZKDWWKLVPHDQVEXW«´DQGKDGQRW\HWGLVFXVVHG
how these terms would apply to situations other than those introduced by Swales himself. 
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During  the following class discussion, students still seemed unsure of how these 
concepts would apply to any community not discussed directly by Swales. Their discussion 
reflected an attempt at application, as students asked: 
Student:  Can you clarify? Lexis is just like a language? 
 
Instructor:  Yeah, le[LVLV«WKLQNRILWOLNHDJURXSRIZRUGVWKDW\RXLQ\RXU
community understand. Like, a good example would be, when we 
talk about things like register, or we say DC. If you went into your 
biology class and started talking about those things, nobody would 
probably understand unless they had also taken Composition. So, 
there are certain words and terms and phrases, maybe acronyms, 
that your group understands, that defines you based on the type of 
communication that you have. 
 
Student:  I was gonna say something like jargon. 
 
Instructor:  Sure, if you would at a fast-food restaurant or a fine dinning 
UHVWDXUDQW\RXZRXOGQ¶WQHFHVVDULO\XQGHUVWDQGWKHVDPHWHUPV
DQGDEEUHYLDWLRQVEHFDXVHLW¶VDGLIIHUHQW'& 
 
Student:  So, what exactly is a genre? 
 
Instructor:  *HQUHLVIRUPDWLW¶VVWUXFWXUHLW¶VVW\OH,W¶VKRZ\RXGLIIHUHQWLDWH
RQHWKLQJIURPDQRWKHU/HW¶VVD\,EULQJLQDVWDFNRIPDJD]LQHV
DQG,EULQJLQDVWDFNRIERRNVDQGVRPHP\VWHU\QRYHOVVSRUWV¶
magazines. How are you going to differentiate between those 
magazines if I took the covers off? There would be different topics, 
formats, different styles of writing. Things that you would expect, 
6RDJRRGZD\WRWKLQNDERXWJHQUHLVLW¶VMXVWDERXWFODVVLILFDWLRQ
but you have to apply that to written work. So, keep thinking about 
WKHVHJURXSVWKDW\RX¶UHLQDQGWU\WRVHHLIWKH\DUH'&V 
 
Through this second discussion, students seemed to be attempting the translation from the 
textbook into things that made sense to them, and the instructor appeared to be assisting them in 
this regard. She made references to restaurants and magazines, and she put these concepts in 
terms that may have been more digestible to the students. However, at this point in their 
discussion, students were clearly still struggling through their initial learning of these concepts²
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WKH\GLGQRWVHHPWRKDYHWKHNQRZOHGJHQHFHVVDU\WRDGDSW6ZDOHV¶FULWHULDWRWKHLURZQ
communities and situations.  
Since this was the last class discussion during which Swales was directly mentioned, 
studHQWVPD\QRWKDYHKDGWKHQHFHVVDU\VNLOOVWRWUDQVIHUDNQRZOHGJHRI6ZDOHV¶FRQFHSWVLQWRD
writing assignment that required them to work with these concepts outside of the original article. 
When approaching their papers, students like Dara failed to appO\6ZDOHV¶FULWHULDWRDGLVFXVVLRQ
of their own discourse communities, primarily because they were not taught how such 
applications would need to be made. They were told about discourse communities, but were not 
provided with scaffolded tasks that required them to apply this knowledge in their writing. This 
scaffolding would require that students learn about the concept of discourse communities and the 
criteria introduced by Swales and that they also practice how these terms could be applied to 
discourse communities not directly discussed by Swales in his article. Without such scaffolding, 
ZKDWVWXGHQWVUHYHUWHGWRZKHQGUDIWLQJWKHLUSDSHUVDVZHFDQVHHWKURXJK'DUD¶VH[DPSOHZDV
a loose interpretation of the objectives outlined in the assignment sheet, leaving behind the 
RSHUDOL]DWLRQRI6ZDOHV¶FULWHULD 
 During a similar discussion in Unit 3, students were once again asked to define concepts 
that were to be later applied in a major writing assignment. The instructor divided the board into 
two sectionVODEHOLQJRQHDV³VXPPDU\´DQGRQHDV³DQDO\VLV´6KHWKHQDVNHGKHUVWXGHQWVWR
define each of these concepts, and students replied: 
Student 1: ³$QDO\]LQJLVZKHQ\RXJRWKURXJKLWDQGSLFNRXWVWXII´ 
Student 2:  ³:KHQ\RXDQDO\]H\RXEUHDNLWGRZQDQGgo through it and pick it 
RXW´ 
Student 3: ³:KHQ\RXDQDO\]H\RXDVNTXHVWLRQVZKHQ\RXVXPPDUL]H\RX
VD\ZKDW¶VDOUHDG\WKHUH´ 
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7KHVHGHILQLWLRQVZHUHDFFHSWHGE\WKHLQVWUXFWRUDVWKH\UHIOHFWHGWKHVWXGHQWV¶
declarative understanding of these terms. The students could state that analysis requires one to 
³JRWKURXJK´DWH[WDQG³SLFNRXW´HOHPHQWVWR³EUHDNLWGRZQ´DWH[WEXWVXFKDGLVFXVVLRQGRHV
QRWUHYHDOWKHVWXGHQWV¶DELOLW\WRRSHUDWLRQDOL]HWKHVHZRUGVLQWKHLURZQZULWLQ:KHQWKH8QLW
assignment called for the adaptation and application of these terms, students once again struggled 
to make the connection between what they had discussed in class and what they were being 
asked to actually do their unit assignment.  
For the Unit 3 Rhetorical AnDO\VLVSDSHUVWXGHQWVZHUHDVNHGWR³DSSO\\RXUFULWLFDO
WKLQNLQJVNLOOVRQRUGHUWREUHDNGRZQDWH[W´LQRUGHUWR³DUWLFXODWH+2:VRPHWKLQJH[LVWV
DQDO\]LQJUDWKHUWKDQMXVW:+$7WKDWVRPHWKLQJLVVXPPDUL]LQJ´HPSKDVLVLQRULJLQDO
While one can see how these instructions clearly reflect the introduction of analysis and 
summary previously discussed by the class as a whole, students frequently failed to make the 
link between the class activity and the writing assignment. Here is how one student, Jamie, began 
her initial rhetorical analysis draft, where she was analyzing the Food Guide Pyramid: 
Believing in what we know because we have been unconsciously taught to do so 
by our own culture is not the truth of what we are becoming and whom we really 
are. Sometimes, it is hard to admit that people with power are selfish enough to 
resolve in the sacrifice of humanity for their own sake. In this case it is our health, 
which has been suffering dramatic changes since the last centuries of evolution. 
Fortunately for some people like me, we have had an insight to this truth in a 
shocking but embracing way. It was about a year ago when my family and I met 
with a Holistic Lifestyle Coach that changed out lives forever. She revealed to us 
secrets from the modern human diet and why we have come to accept these 
standard guidelines that rule our daily food intake. I cannot describe what I felt 
when I realized how blind people have been all this time, and the role of the 
government was even more of a sorrowful news since I have been taught that the 
American system is not as corrupted as other governments.  
 
 $OOXGLQJWRWKH³PLVOHDGLQJ´QDWXUHRIWKH)RRG*XLGH3\UDPLG-DPLHEHJLQVKHU
DQDO\VLVE\SURYLGLQJKHURSLQLRQRQWKH3\UDPLG¶VVWUXFWXUH6KHFOHDUO\VWDWHVKHr 
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distaste for what she describes as the deceitful composition of the Food Guide Pyramid, 
and explains how she and her family were enlightened by their Holistic Life Coach. 
Though Jamie goes on to discuss two articles in which the deceit of the Food Guide 
Pyramid is also revealed, the purpose of her draft remains the same²to show her reader 
KRZWKH)RRG*XLGH3\UDPLGLVDQLQDFFXUDWHZD\RIPHDVXULQJDSHUVRQ¶VLGHDOGLHW 
 What Jamie failed to do, at least in parts of her analysis, was to transfer the 
disWLQFWLRQVEHWZHHQ³VXPPDU\´DQG³DQDO\VLV´SUHYLRXVO\GLVFXVVHGE\KHULQVWUXFWRU
and her peers. While she may have been able to identify the differences between analysis 
and summary during a class discussion, when faced with the application of this 
distinction in her writing assignment, Jamie did not seem to understand how these terms 
could be applied to the rhetorical situation presented by the author of her chosen text. 
Like her peers, Jamie may have learned about the differences between analysis and 
sumPDU\EXWZDVQ¶WWDXJKWKRZWRHQJDJHLQDQDO\VLVUDWKHUWKDQVLPSO\GHILQLQJZKDW
analysis is. 
The Scaffolding of Successful T ransfer 
While students struggled to understand the application of writing-related concepts 
in reference to discourse communities DQGVXPPDU\YVDQDO\VLVWKHLQVWUXFWRU¶VUROHLQ
teaching analysis during her third unit allowed her students to begin the operalization of 
the terms they had discussed in class. After being assigned their rhetorical analyses and 
writing their initial drafts, students were required to conference with their instructor. 
During these conferences, students were required to bring their initial drafts to an 
individual meeting with the instructor.  
On her conference day, Jamie brought her draft and discussed her concerns with 
her instructor, explaining:  
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Jamie:  I marked what I wanted you to look at. Is my first paragraph 
confusing? 
 
Instructor:  :HOO,¶PFRQIXVHGDVWRZKDWH[DFWO\\RXDUHDQDO\]LQJ0D\EH
you should think about the constituents that we used in class. Can 
you apply those to this analysis? What is the purpose of the Food 
Guide Pyramid, and how do the authors of your articles perceive 
these purposes? 
 
Jamie:  ,GRQ¶WNQRZLIWKLVLVULJKWEXWWKHDXWKRUVDUHZULWLQJVKRZWKDW
 that the Food Guide Pyramid is misleading. 
 
Instructor:  Okay, yes, and what words made you think this? 
 
Jamie:   Like when Dr. Willet says that the Food Guide Pyramid is 
out of sync with scientific evidence about the human body. 
 
Instructor:  Right, so then you can break down her words to show her purpose, 
or her exigence. 
 
What the instructor is doing with Jamie is guiding her from the distinction that she 
understands between analysis and summary into the application of these concepts to a text 
outside of the classroom. She uses the same terms discussed in class, such as analysis and 
H[LJHQFHWKLVWLPHLQUHIHUHQFHWR-DPLH¶VRZQZULWLQJLQRUGHUWRHQFRXUDJH-DPLH¶VPHWD-
rhetorical reflection of what these concepts mean in terms of her own work. The distinction 
between analysis and summary is thus being operationalized by Jamie through her instructor, as 
Jamie herself points to the language used by Dr. Willet. Though Jamie required additional 
guidance to lead her from the declarative understanding of analysis to being able to actually do 
DQDO\VLVRIDQDFDGHPLFWH[WKHUUHYLVHGGUDIWUHYHDOVWKDW-DPLH¶VDELOLW\WRXQGHUVWDQGDQG
transfer these concepts was attainable. In her final draft, Jamie applies her new understanding of 
analysis in the following way: 
The original Food Guide Pyramid published by the USDA in 1992 is, by far, the 
highest recognized and most controversial nutritional device ever produced in the 
United States. Whether or not the pyramid is a good reference to our health, has 
been intensely criticized from positive and negative sides since its publication, 
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and it has caused a confusion on the people about whether they should believe on 
LWVJXLGHOLQHVRUQRW)RULQVWDQFH1XWULWLRQ7RGD\SXEOLVKHG³,Q'HIHQVHRIWKH
86'$)RRG*XLGH3\UDPLG´LQE\3Uofessor Marion Nestle, where she 
strongly supports the positive contributions of the pyramid guidelines to our 
health. The article is, at least on the surface, a strong persuasive text intended to 
REWDLQWKHDXGLHQFH¶VWUXVWE\PHDQVRIORJRVHWKRVYLVXDl analysis, and the 
arrangement of ideas in chronological order. Using these techniques results in a 
SRVLWLYHLPSDFWRQWKHUHDGHU¶VRSLQLRQDQGLWHQKDQFHVWKHFUHGLELOLW\RIWKH
rhetor and creates a general convincement that it is a well-supported health 
guidance. Although I have strong personal reasons to believe that the claims of 
Nestle are not true, and that the pyramid is not an adequate representation of our 
nutritional requirements, I do believe that the delivery style in which Nestle wrote 
the article is well arranged to the point that the reader feels secure to trust her 
claims. 
 
 In her final draft, Jamie chooses to begin her analysis by describing the rhetorical 
situation that she will be analyzing. Rather than beginning with her personal convictions on the 
issue, Jamie chooses to give an overview of the situation, before diving in to her analysis of a 
particular article. While Jamie still mentions her personal opinions regarding the Food Guide 
Pyramid, these comments are inserted as an aside to her primary claim, mainly that Nestle 
provides a convincing argument for the validity of the Food Guide Pyramid. As she continues 
with her analysis, Jamie introduces evidence to support her claims, stating: 
In an attempt to support the message of her article, Nestle makes use of visuals 
that the reader can easily understand to make a better comprehension of her facts. 
For example, table 1 summarizes the key events in the history of the pyramid, and 
table 2 shows the summary and classification of the principal criticisms of the 
pyramid. In this case, the condensed information of the tables was necessary to 
clarify the reading and to help the audience identify the claim of the rhetor 
 
After being asked by her instructor during her individual conference to directly apply the 
³FRQVWLWXHQWVGLVFXVVHGLQFODVV´VXFKDVH[LJHQFHUKHWRUVFRQVWUDLQWVDQGDXGLHQFHWRDQ
³DQDO\VLV´RIWKHODQJXDJHXVHGLQKHUDUWLFOHV-DPLHEHJDQWRRSHUDWLRQDOL]HWKHGHFODUDWLYH
concepts that she had previously learned. She analy]HV1HVWOH¶VXVHRIWDEOHVDQGGHILQHVWKH
UKHWRULFDOVLWXDWLRQE\ORRNLQJDWWKHLPSDFWRIWKHUKHWRU¶VFKRLFHVRQWKHSRWHQWLDODXGLHQFH
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8VLQJKHULQVWUXFWRU¶VJXLGDQFHGXULQJDFRQIHUHQFH-DPLHZDVDEOHWRQRWRQO\XQGHUVWDQGKRZ
analysis could be defined in a class discussion, but to also transfer this understanding to an 
DQDO\VLVRIDVLWXDWLRQRXWVLGHRIWKHLQLWLDOFRQWH[W,QWKLVZD\WKHLQVWUXFWRU¶VVFDIIROGLQJRIKHU
lessons led Jamie from the declarative to the procedural, where Jamie was able to understand 
what she needed to do in order to apply the writing-related concepts presented to her in class. 
$VZHFDQVHHIURP-DPLH¶VH[DPSOH&RPSRVLWLRQVWXGHQWVVHHPFDSDEOHRI
understanding the complex concepts that are introduced to them in the writing classroom.  The 
challenge in encouraging the transfer of these concepts, based on my findings, has little to do 
ZLWKWKHVWXGHQWV¶DELOLW\WRXQGHUVWDQGWKHLQIRUPDWLRQWKDWLVSUHVHQWHGWRWKHP,QDQDO\]LQJWKH
writing of my study participants in conjunction with the interaction between all students and their 
instructor during class, I found that the problem with transfer within the composition classroom 
can often be one of miscommunication and lack of scaffolding. If we want students to understand 
what it is that we are asking them to do with the concepts presented to them in class, such as 
WDNLQJ6ZDOHV¶GHILQLWLRQRIDGLVFRXUVHFRPPXQLW\DQGDSSO\LQJLWWRGLVFRXUVHFRPPXQLWLHV
outside of the academic community, then we must work to scaffold our assignments in a way 
that leads students through this process.   
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C H APT E R 4: I MPL I C A T I O NS F O R T E A C H IN G A ND INST RU C T O R 
F E E DB A C K 
In my previous chapter, I discussed the process by which students transfer the writing-
related concepts learned in class in their writing assignments composed outside of class, 
concluding that students often fail to achieve this transfer not because they are unable to 
understand the concepts being taught to them in the classroom, but because they are not always 
presented with scaffolded assignments that lead them to the operalization of this knowledge. In 
this chapter, I hope to expand on my findings by suggesting ways in which composition 
instructors can work to develop a clear presentation of their expectations to their students via 
DVVLJQPHQWVWKDWUHIOHFWWKHLQVWUXFWRUV¶H[SHFWHGRXWFRPHV)RFXVLQJRQWKHUROHRIZULWLQJ
prompts, assignment sheets and class activities in the composition classroom, in addition to 
addressing the significance of encouraging transfer through the scaffolding of writing tasks that 
consist of meta-rhetorical, reflective writing and discussion and the teaching of revision through 
peer-review, I will suggest that composition instructors can work to minimize the 
miscommunication between themselves and their students, consequently allowing for the 
successful transfer of writing-related knowledge within composition. Furthermore, as part of my 
7HDFKHU$FWLRQ5HVHDUFK,ZLOOEHXVLQJWKHLQVWUXFWRU¶VRZQUHDFWLRQVWRP\UHVHDUFKDVDEDVLV
for exploring how my findings can be used to encourage transfer in the composition classroom. 
 Assignment Sheets and W riting Prompts 
 Using a T-Unit analysis a preliminary tool to determine how much weight was given to 
specific themes within the assignment sheets presented to students allowed me to analyze not 
only what was being asked of students, but also how these directions were prioritized by the 
LQVWUXFWRU$V,GLVFRYHUHGWKURXJKWKH³:ULWLQJ3URFHVV3URMHFW´DQDO\VLVRQHRIWKHUHDVRQV
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that students may fail to transfer knowledge into their writing is simply a result of their 
misconceptions regarding what they are being asked to write. As I had previously mentioned, in 
WKHDVVLJQPHQWVKHHWIRUWKH³:ULWLQJ3URFHVV3URMHFW´RIWKH7-Units coded were related to 
formatting requirements rather than content requirements, leading the students to focus on these 
IRUPDWWLQJJXLGHOLQHVZKHQGUDIWLQJWKHLUSDSHUV6LPLODUO\VWXGHQWV¶PLVFRQFHSWLRQVRIWKHLU
LQVWUXFWRU¶VH[SHFWDWLRQVVHHPHGWRSOD\DUROHDPRQJRWKHUIDFWRUs) in their failure to transfer 
the concepts of discourse communities and rhetorical analysis to their written assignments. What 
I can deduce from these findings is that despite what we may think as instructors, students really 
are looking at our assignment sheets with a critical eye, and they are using our instructions to 
decipher our expectations. Though we may become frustrated with our students when they fail to 
meet our expectations for a specific assignment, perhaps we should strive to ameliorate some of 
these disappointments when building and introducing our assignments.  
 Anis Bawarshi discusses the misinterpretation of expectations that can occur through 
ZULWLQJSURPSWVH[SODLQLQJWKDWVWXGHQWVDQGLQVWUXFWRUV³UHSRVLWLRQWKHPVHOYHVZLWKLQDQG
betwHHQJHQUHV´ZRUNLQJWRJHWKHUWRQHJRWLDWHWKHFKDUDFWHULVWLFVRIWKHVHJHQUHVZLWKLQWKH
FODVVURRP7KRXJKZHPD\YLHZWKHDVVLJQPHQWVKHHWRUZULWLQJSURPSWDVD³WUDQVSDUHQW
WH[W´WKDWFRPPXQLFDWHVRXUH[SHFWDWLRQVRIWKHVHJHQUHVWRRXUVWXGHQWV, what Bawarshi 
suggests is that when we distribute an assignment sheets, we are actually beginning the writing 
processes of our students (127).  
$V%DZDUVKLH[SODLQVWKURXJK'DYLG%DUWKRORPDH³LWLVwithin the prompt that student 
writing begins, not after WKHSURPSW´PHDQLQJWKDWZULWLQJSURPSWVDUHIRUPHGZLWKLPSOLFDWLRQV
and contextual clues that guide students to where their writing should begin (emphasis in 
RULJLQDO:ULWLQJSURPSWVWKXV³VLWXDWHVWXGHQWZULWHUVZLWKLQDJHQUHGVLWHRIDFWLRn in 
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which students acquire and negotiate desires, subjectivities, commitments, and relations before 
WKH\EHJLQWRZULWH´XVLQJWKHVHSURPSWVDVDJXLGLQJPDSWRWKHLUZULWLQJ,IZHDV
LQVWUXFWRUVIDLOWRLQFOXGHWKHDGHTXDWH³FXHV´LQWRRXUDVVLJQment sheets, then we are beginning 
RXUVWXGHQWV¶ZRUNLQWKHZURQJGLUHFWLRQDQGZHDUHPDNLQJLWOHVVOLNHO\IRUWKHPWRUHDFKRXU
desired destination (127).  Thus, if we want students to spend the majority of their papers 
comparing their writing processes to those of professional writers, then we should provide them 
with assignment sheets that reflect this priority. Likewise, if the formatting and length of our 
papers are of secondary importance to us as instructors, then we should strive to reduce the focus 
WKDWZHSODFHRQWKHVHFULWHULDLQRXUDVVLJQPHQWVKHHWV,QWKLVZD\RXUZULWLQJ³FXHV´ZLOOEH
reflective of our own desired outcomes, and our students will be provided with an adequate 
roadmap for their work. 
F rom the Inst ructor: A New Perspective on Assignment Sheets 
 When I approached the course instructor with my findings regarding the amount of 
weight that MLA formatting and length seemed to hold in her assignment sheets, she explained 
that rather than viewing these concerns as restrictions, she provided additional formatting 
guidelines on her assignment sheets because she wanted students to know that there were 
alternate ways for them to deliver their work. As long as students adhered to some basic 
guidelines, such as a properly formatted MLA heading and, in the first two assignments, a word-
count minimum, students could be more creative with their methods of delivery, such as writing 
DOHWWHUWRWKHLUKLJKVFKRRO(QJOLVKWHDFKHUVIRUWKHLU³:ULWLQJ3URFHVV3URMHFW´IRUH[DPSOH
What actually happened, however, was that when students were presented with such lengthy 
formatting guidelines, they no longer understood the content of their work to be the focus of their 
writing. As the instructor explained: 
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I noticed exactly what you did ± their concerns had nothing to do with stylistic 
GHOLYHU\DQGHYHU\WKLQJWRGRZLWKZKDWWKH\¶YHEHHQJHWWLQJPDUNHGRIIRQIRU
\HDUV0/$VSDFLQJOHQJWKJUDPPDU,IHOWVDGGHQHGE\WKLVDQGUHDOO\FRXOGQ¶W
figure out why very few of them took liberties to go a different route since so 
many express feeling dread when it comes to writing papers. 
 
What the instructor clarifies through this explanation is that her desire to allow students 
room for creativity (by giving them the option to write letters and screenplays instead of 
traditional papers) resulted in a misrepresentation of her assignment objectives. In this case, the 
LQVWUXFWRU¶VSXUSRVHIRULQFOXGLQJQXPHURXVIRUPDWWLQJJXLGHOLQHVLQKHUDVVLJQPHQWVKHHWVZDV
entirely misinterpreted by her students, and by my own assumptions when first analyzing my 
data. As a reaction to my initial comments, the instructor began to re-envision the ways in which 
she presents creative opportunities for her students, explaining: 
Learning from last semester, I feel so much more confident about the way I 
SUHVHQWHGWKHILUVWDOVR³FUHDWLYH´DVVLJQPHQWIRUWKLVVHPHVWHU:KDW,YDOXHLQ
their literacy narratives is that they are able to recognize and use storytelling in a 
narrative. However, when I taught this assignment in the past, ,GLGQ¶WWDNHWLPHWR
WHOOWKHPZKDW,PHDQWE\³VWRU\WHOOLQJ´QRUGLG,PDNHWKDWDEXOOHWRQWKHUXEULF
At present, it feels like the most obvious thing, but without being part of your 
VWXG\,¶PQRWVXUH,ZRXOGKDYHFDXJKWLW\HW)RUWKLVVHPHVWHU I spent about 20 
PLQXWHVLQFODVVWDONLQJDERXW³VWRU\WHOOLQJ´ZKHQ,LQWURGXFHGWKHDVVLJQPHQW
and we discussed the first two readings ± 0DOFROP;³$XWRELRJUDSK\´H[FHUSW
DQG6KHUPDQ$OH[LH³6XSHUPDQDQG0H´± as examples. I defined exactly what 
I meDQWE\JLYLQJWKHPVRPHZD\VWRPDNHWKHLUZULWLQJPRUH³FUHDWLYH´VHQVRU\
details to deepen thoughts, painting a picture with words, storytelling in both an 
imaginative and straightforward way) and had them do work in class to better 
understand what I meDQWE\³VWRU\WHOOLQJ´DQG³VHQVRU\ZULWLQJ´:KHQ,UH-
revisited what I PHDQWE\³VWRU\WHOOLQJ´ZLWKWKHPDIHZGD\VEHIRUHWKHSDSHU
was due and went back over the rubric (on which MLA was nowhere to be 
found), hands were up all over the place to define that back to me.  The result? 
7ZREDWFKHVRIWKHPRVW³FUHDWLYH´QDUUDWLYHV,¶YH\HWWRUHDGZLWKRGGO\IHZHU
0/$HUURUVWKDQ,¶YHKDGZKHQ,SODFH0/$DVDEXOOHWRQWKHUXEULF 
  
 By reevaluating the ways in which her assignment priorities were delivered to her 
VWXGHQWVWKHLQVWUXFWRUZDVDEOH³FXH´KHUVWXGHQWVLQWRSURGXFLQJWH[WVWKDWVDWLVILHGKHU
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expectations, and arguably, that allowed the students to really explore the opportunities that she 
was providing. As the instructor explained in this discussion, the guidance given to students, 
HYHQLIRQO\YLDD³EXOOHWSRLQW´RQDUXEULFRUDVVLJQPHQWVKHHWIUHTXHQWO\UHIOHFWVZKHUHRXU
VWXGHQWVZLOO³HQGXS´LQWKHLUZULWLQJSURFHVVHVWKXVVHUYLQJDVHYDOXDWLRQVRIERWKRXU
VWXGHQWV¶DELOLWLHVDQGRXUown strengths in explaining our expectations (Bawarshi 127).  
 After becoming more aware of the expectations being delivered through her assignment 
sheets, the instructor was able to encourage her students to be more creative, and to present her 
with papers that were clearly aligned with her own desired outcomes. As she clarifies: 
 ,EHOLHYH,KDYHEHJXQWRQRWRQO\GHILQHZKDW,¶PORRNLQJIRUPRUHFOHDUO\ZLWK
P\VWXGHQWVEXWDOVRUHFRQFLOHZKDW,¶PORRNLQJIRUPRUHFOHDUO\ZLWKP\VHOI
The literacy narrative assignment in the past has come with tons of student 
questions ± PXFKOLNHWKHILUVWDVVLJQPHQWODVWVHPHVWHUGLG>7KH³:ULWHU3URFHVV
3URMHFW´@7KLVWLPH,EHOLHYH,KDGDIHZTXHVWLRQVDERXWGLIIHUHQWW\SHVRI
metaphor (a term they brought in) and had one student ask me to look over his 
outline; I was shocked at how NOT confused they were ± and how amazing the 
resulting papers were!  
  
 The lack of confusion sensed by the instructor is a quality that many of us seek from our 
assignments²we want our students to know what we expect from them, and we feel validated 
when they successfully meet our expectations through their writing. Though an analysis of our 
assignment sheets may appear to be a simplistic suggestion, allowing our students to understand 
what it is that we are asking them to do may be the first step in encouraging them to transfer 
what we teach them in the classroom into what they write on their own. 
The Teaching of Revision through Peer-Review 
  In addition to identifying a discrepancy bHWZHHQWKHLQVWUXFWRU¶VSHUVRQDOREMHFWLYHVIRU
her assignments and those that she presented to students through assignment sheets, I was able to 
trace a similar misrepresentation of assignment objectives during class discussions, where 
students were being first exposed to the method by which their papers would be evaluated. As is 
                                                                                                                          
48    
the case with many composition courses in our department, one of the ways through which 
instructors teach strategies of revision for particular assignments is through peer-review. Though 
the peer-review structures employed by instructors are varied and serve different purposes, my 
analysis of the peer-review structure employed in this course suggests that students were 
struggling to transfer the concepts presented to them in class due in part to the ways in which 
they were being taught to evaluate their own work. 
 In their initial peer-UHYLHZVHVVLRQIRUWKH³:ULWHU3URFHVV3URMHFW´WKHHPSKDVLVRQ
grammar and formatting seemed to dominate student discussion. Being instructed to identify the 
DFFXUDF\RIWKHLUSHHUV¶KHDGLQJVDQGDVVLJQPHQWOHQJWKVWXGHQWVUHPDLQHGIRFXVHGRQWKHVH
guidelines as the basis for evaluating their work, voicing their concerns regarding their own 
abilities to master MLA style and to write enough to cover two pages (see student discussion and 
peer-review structure in chapter 2). Though these concerns may have been valid, the amount of 
effort that students devoted toward these objectives clearly detracted from their focus on the 
content of their assignments, resulting in what we could argue to be a failure in transfer. 
 In addition to being a distraction from the main objectives of their assignments, however, 
this peer-review structure dominated by grammar and formatting also supported the revision 
tendencies DOUHDG\SURPLQHQWZLWKXQVNLOOHGZULWHUVWKXVIXUWKHUGHWUDFWLQJIURPWKHVWXGHQWV¶
IRFXVRQWKHFRQWHQWRIWKHLUSDSHUV$V)ORZHUDQG+D\HVH[SODLQLQ³'LUHFWLRQ'LDJQRVLVDQG
WKH6WUDWHJLHVRI5HYLVLRQ´ZKHQUHYLVLQJWKHLUZRUN³H[SHUWVDQGQRYLFHs make different kinds 
RIFKDQJHVZLWKVWULNLQJO\GLIIHUHQWIUHTXHQFLHV´:KLOHH[SHUWZULWHUVPD\EH³XVLQJ>WKH@
UHDGLQJRIGUDIWVWRFRQVWUXFWDVHQVHRIWKHWH[W¶VFXUUHQWJLVWDQGRUWRIRUPDUKHWRULFDOSODQ
ZKLFKZLOOJXLGHUHYLVLRQ´QRYLFHVWHQGWRPDLQWDLQWKHLUIRFXV³RQFRQYHQWLRQDQGUXOH-
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JRYHUQHGIHDWXUHV´WKXVSD\LQJOLWWOHDWWHQWLRQWRWKHUKHWRULFDOPRYHVDQGFRQWHQW-driven 
concerns that may be found in the global issues with their writing (18).  
Taking this distinction into account, it becomes clear why many of the students in this 
FRXUVHUHPDLQHGRYHUO\FRQFHUQHGZLWKWKHIRUPDWWLQJDQG³UXOH-JRYHUQHG´LVVXHVRIWKHLU
papers. Unlike the instructor (the expert) who was capable of shifting from local to global 
concerns in revision with great efficiency, the students (the novices) were not yet trained to 
surpass these minor local concerns. While the instructor may have included these formatting 
guidelines as a way of allowing her students to check off these requirements before moving on to 
the more significant global issues, the students remained at this local level, and did not take the 
time to consider the larger global issues at hand. In this case, transfer from the classroom to the 
VWXGHQWV¶ZULWLQJZDVQRWDFNQRZOHGJHGRUGLVFXVVHGEy the students, mainly because they were 
led into the revision patterns that were comfortable and familiar to them, those patterns that 
limited their ability to consider content.  
F rom the Inst ructor: Teaching Revision through Peer-Review 
 When I discussed the reasoning behind format-driven peer-review structures with the 
instructor, she explained that these initial formatting guidelines were in fact intended to ease 
students into the revision process. As she clarifies in her response: 
Your observations about the peer reviews I created for them last semester are in 
SHUIHFWDOLJQPHQWZLWKZKDW,QRWLFHGDVZHOO/RRNLQJEDFN,¶PDVKDPHG,HYHQ
KDGWKHPORRNIRUORFDOLVVXHVRQHDFKRWKHU¶VSDSHUV«EXW,WKLQN,KDG
reconciled that they go right to that anyway so why not make it part of the process 
on their PR handout to make them feel more comfortable? 
 
 ,QWKLVFDVHWKHLQVWUXFWRUVHHPHGWRXQGHUVWDQGWKDWVWXGHQWV¶WHQGHQFLHVZLWKUHYLVLRQ
usually begin at the lower-RUGHUOHYHODVVWXGHQWV³JRULJKWWR´WKese issues when asked to 
review their own work.  As students worked through multiple peer-review sessions through the 
course, however, the instructor admits to making adjustments to this structure based on her 
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VWXGHQWV¶FRQFHUQV6KHHOLPLQDWHGOHQJWKUHTuirements and led students through a discussion of 
what revision entails for expert writers, striving to shift their understanding of the revision 
SURFHVV%\WKHIROORZLQJVHPHVWHUWKHLQVWUXFWRUFODLPVWRKDYH³FRPSOHWHO\UHVWUXFWXUHG´SHHU-
review based on her own objectives as well as those of her students. She elaborates by 
explaining: 
Our peer review approach is based 100% on feedback in-class about what they 
like, dislike and want from peer review. The result of this was about 30 minutes in 
each class having an open forum about what I struggle with, what they struggle 
ZLWKDQGZKDWZHFDQGRDERXWLW,HYHQRIIHUHGWKHPWKDW,¶GJODGO\WRVVRXW35
LIWKH\GLGQ¶WWKLQNLWZDVKHOSIXOZKLFKWRP\VXUSULVHRQO\DERXW-2 students 
in each section actually raised their hands in favor of. What this open forum 
WDXJKWPHLVWKH\DFWXDOO\ORRNIRUZDUGWRUHDGLQJHDFKRWKHU¶VZRUNWKH\MXVW
GRQ¶WOLNHKDYLQJWRFRPPHQWRQLWEHFDXVHWKH\GRQ¶WNQRZKRZ7KH\¶YHEHHQ
GRLQJ35VLQFHKLJKVFKRROEXWWKDW¶VPHDnt something different to every teacher 
and they dislike the high-pressure situation of having a teacher grade how they 
comment and other students possibly getting upset about their comments, not to 
PHQWLRQWKH\GRQ¶WNQRZZKDWWKH\GRQ¶WNQRZ2QHVWXGHQt said this semester 
VRPHWKLQJWRWKHWXQHRI³,¶PMXVWDEDGHGLWRUDQG,IHHODZIXOZKHQVRPHRQH
JHWVPHWRORRNRYHUKLVRUKHUSDSHU´WRZKLFK,UHVSRQGHGE\DVNLQJKLPLIKH
IHOWOLNHKHZDVDEDGUHDGHU"+HGLGQ¶WDQGWKDWRSHQHGXSDZRQGHUIXO
discussion about how just reading can be one of the most effective things you can 
GRIRUDQRWKHUSHUVRQ¶VZULWLQJ 
 
 By discussing revision and peer-review with her students, the instructor has managed to 
address the limitations that novice writers often face when revising²she showed her students 
WKDWEHLQJD³SHHU-UHYLHZHU´GRHVQRWOLPLWRQHWREHLQJDQ³HGLWRU´DQGWKDW³EDGHGLWRU>V@´FDQ
still be helpful readers. In this way, the focus of revision is once again returned to a discussion of 
content, encouraging transfer by teaching the students to look for the concepts that they learned 
in class in the work of their peers. 
 )RUWKHVWXGHQWVLQWKHLQVWUXFWRU¶VQHZFRXUVHDUHVWUXFWXULQJRISHHU-review has resulted 
in an awareness of revision. After their discussion on the purpose for peer-review and the 
struggles that students face with revision, the instructor clarifies that her students 
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)LQDOO\VHWWOHGRQVRPHWKLQJWKDWVHHPVVRVLPSOHLW¶VNLQGRIULGLFXORXVSHHU
UHYLHZWHDPV<HVWKDW¶VULJKWIURPWhe same students who suggested anonymity 
came the suggestion to be able to work with the same small set of peers for the 
ZKROHVHPHVWHUVRWKH\FDQ³JHWWRNQRZHDFKRWKHUDQGHDFKRWKHU¶VZRUN´
SRVVLEO\DOORZLQJWKHPWR³QRWLFHSDWWHUQV´DQG³OHDUQHDFKRWKHU¶VZULWLQJ
VW\OHV´,¶YHSDUDSKUDVHGKHUHEXWWKH\GLGDOVRPHQWLRQWKDWVPDOOWHDPVZKR
they asked me to assign) would allow them to read more papers per class than 
other approaches. (Yeah!). Finally, what really made this stick were their 
admissionVDERXWKRZWKH\IHHOPRUHFRPIRUWDEOHFRPPHQWLQJRQWKHLUIULHQG¶V
papers and reviewing teams would allow them to make friends with the people 
WKH\¶UHUHYLHZLQJVRWKH\FDQEHPRUHRSHQZLWKHDFKRWKHU± and that reviewing 
with their friends would hold them more accountable to show up so as to not let 
their team down 
 
 Through this added awareness of what makes students feel comfortable with peer-review 
structures, the instructor is now able to assess the conditions under which revision can take place 
more successfully in her classroom. She understands that if prompted to look for local issues 
when revising, students may fail to surpass these concerns and move on to the bulk of their 
content. Though I cannot account for the success of peer-review and revision in this course, what 
I suggest is that by presenting students with revision strategies that echo our own desired 
outcomes for the work of our students, we may encourage them to operationalize the concepts 
presented to them in class by emphasizing these concepts as our primary guidelines for 
evaluation. If we teach students what it is that we look for when reading their papers, then 
perhaps we can encourage them to look for these same elements when reviewing their own work 
(or the work of their peers). Consequently, the transfer of knowledge within the classroom can be 
HQFRXUDJHGQRWRQO\WKURXJKRXUJUDGLQJEXWDOVRWKURXJKWKHVWXGHQWV¶VHOI-evaluations. 
The Combination of Decla rative and Procedural K nowledge 
 Even in a Writing about Writing FYC course structured around complex writing-related 
concepts particular to the field of rhetoric and composition, students seemed to have little trouble 
understanding the concepts being presented to them in the classroom. During their initial 
exposure to discourse communities and rhetorical analyses, students participated actively in 
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discussions where they were asked to define these terms as they were presented by John Swales 
and Grant-Davie. When asked to incorporate their understanding of these concepts into their 
writing assignments, however, students frequently failed to make the connections between the 
definitions they had discussed in class and the operalization that was also applying in their 
assignments. What was missing, based on my analysis, was the effective scaffolding of writing 
tasks that led students from a declarative understanding of these concepts to the procedural 
knowledge necessary to apply these concepts in situations outside of their initial contexts, 
perhaps by building smaller writing tasks that allowed students to understand how these concepts 
could be applied in the larger assignment. For example, if Dara had been guided to 
operationalize the concept of discourse communities in the classroom, perhaps by being shown 
examples of how communities RXWVLGHRI6ZDOHV¶DUWLFOHGHYHORSSXEOLFJRDOVDQGPHFKDQLVPV
of intercommunication and then being asked to write about these examples in the classroom, 
perhaps she would have been able to understand how this operalization can transfer into her 
writing about the tennis community. 
 This distinction between declarative knowledge and operalization of knowledge returns 
us to a distinction between learning and transfer. One of the limitations of transfer studies, at 
least in their earlier stages, was to establish enough of a distinction between what we define as 
WUDQVIHUDQGZKDW3HUNLQVDQG6DORPRQGHHPHGWREH³SODLQROGOHDUQLQJ´6WHPPLQJIURP
WKLVGLVFXVVLRQDQGIURP%HDFK¶VVXJJHVWLRQWKDWWUDQVIHUDQGOHDUQLQJDUHXQUHODWHG,GHILQHG
the distinction between transfer and learning as one rooted in operalization²if students can 
define a concept or term, then we can argue that they have learned it. If, however, they have the 
ability to adapt and apply this term in order to fit the requirements of another writing situation 
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(and are able to succeed in this adaptation), then we can argue that the students have transferred 
the knowledge from the original context into a new situation.  
 While in my previous example I discussed transfer as it applied through contexts across 
multiple classrooms and settings, the struggles with transfer experienced by students in my study 
also appear relevant to this discussion.  There was little question, based on an analysis of the two 
transcripts in which students defined discourse communities and when they discussed the 
differences between summary and analysis, that the instructor of the course had succeeded in 
teaching her students about these concepts. The students understood that an analysis required 
WKHPWR³DVNTXHVWLRQV´ DQGWR³SLFNVWXIIRXW´IURPDWH[WDQGWKDWGLVFRXUVHFRPPXQLWLHV
VKDUHDFRPPRQOH[LVZKLFKLV³MXVWOLNHODQJXDJH´+RZHYHULWZDVQRWXQWLOWKHVWXGHQWVPHW
with the instructor for individual conferences that they began to see how these declarative 
concepts could be translated into their writing. After the conferences, students were able to 
understand how to do analysis rather than just talk about it.  
Arguably, what the students had experienced in the classroom was the initial acquisition 
of knowledge, as they learned these concepts within the context of the classroom.  The transfer 
of this knowledge, on the other hand, required additional scaffolding from the instructor, 
suggesting that if we want students to be able to apply the knowledge that we teach them once 
they leave our classrooms, then we need to ensure that they can apply this knowledge to the tasks 
that we provide for them within our courses.   
6XFKDQHHGWRVFDIIROGZULWLQJWDVNVLQRUGHUWRDVVLVWLQRXUVWXGHQWV¶RSHUDOL]DWLRQFDQ
alsREHH[SODLQHGWKURXJK3HWUDJOLD¶VGLVWLQFWLRQEHWZHHQ³LOOVWUXFWXUHG´DQG³ZHOOVWUXFWXUHG´
problem-solving (83). What our students do in other courses, and what they have done for most 
RIWKHLUDFDGHPLFFDUHHUVLVUHVSRQGWR³ZHOOVWUXFWXUHG´VFHQDULRV, where they can find a 
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definitive answer to the questions presented to them in the classroom. In writing tasks, however, 
such well-structured problems are not so readily available, as we struggle to show students that 
there are multiple ways of successfulO\FRPSOHWLQJWKH³LOOVWUXFWXUHG´ZULWLQJWDVNVWKDWWKH\
encounter in our classrooms, and outside of them (83). Thus, if we are to view FYC as our 
VWXGHQWV¶WUDQVLWLRQIURPZHOOVWUXFWXUHGWRWKHLOOVWUXFWXUHGWDVNVRIZULWLQJWKHQSHUKDSVZHFDQ
work to structure this transition in a way that will encourage the adaptation and manipulation of 
knowledge required from our ill structured assignments.  
 ,QP\VWXG\-DPLH¶VRSHUDOL]DWLRQRIUKHWRULFDODQDO\VHVGLGQRWRFFXUXQWLOWKH
instructor directly askHGKHU³:KDWLVWKH3XUSRVHRIWKH)RRG*XLGH3\UDPLGDQGKRZGRWKH
DXWKRUVRI\RXUDUWLFOHVSHUFHLYHWKLVSXUSRVH"´8QWLODQDO\VLVZDVDSSOLHGWRKHUVSHFLILFWRSLF
Jamie had failed to see how she could use the concepts and tools presented to her in the 
FODVVURRPV+HUXQGHUVWDQGLQJRIDQDO\VLVZDVOLPLWHGWRZKDW3HWUDJOLDZRXOGGHILQHDV³ZHOO
structured problem-VROYLQJ´ZKHUHVKHFRXOGLGHQWLI\WKH³FRUUHFW´GHILQLWLRQRIDQDO\VLVZKLOH
still struggling to see how this definition could apply to an ³LOOVWUXFWXUHGSUREOHP´OLNHWKHWDVN
of writing a rhetorical analysis. During her conference with her instructor, Julia began to 
WUDQVIRUPKHUXQGHUVWDQGLQJRIDQDO\VLVLQWRZKDW-DPHV3DXO*HHGHILQHVDV³0HWD-NQRZOHGJH´
RU³WKHDELOLW\WRPDQLSXODWH WRDQDO\]HWRUHVLVWZKLOHDGYDQFLQJ´E\XQGHUVWDQGLQJQRWRQO\
the definition of a singular term, but also the necessary adaptation that may occur in the 
operalization of a concept (532).   
Instead of having a surface understanding of analysis from the classroom, the 
conversation between Julia and her instructor allowed Julia to reflect on her previously acquired 
knowledge of analysis and to adapt this knowledge for the purposes of her assignment. Through 
the conversation with her instructor, Julia was guided through the application of knowledge by 
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being instructed to dissect specific words used by the rhetor in her text. By participating in this 
scaffolded process, Julia was able to write a final draft that clearly reflects the operalization of 
analysis.  
Though the instructor eventually succeeded in teaching Jamie about analysis through 
scaffolding and reflection, perhaps she could have implemented discussions and exercises to 
HQVXUHKHUVWXGHQWV¶WUDQVLWLRQIURPWKHXQGHUVWDQGLQJRIWKHWHUPWRWKHDSSlication of analysis 
in other contexts.  If Jamie, along with her classmates, had been asked to discuss not only what 
rhetorical analysis means, but also what a rhetorical analysis of her articles would entail, perhaps 
she could have commenced her transition into a procedural understanding of rhetorical analyses 
before her individual conference.   
F rom the Inst ructor: Guiding Students to Operalization 
 :KHQ,LQLWLDOO\VKDUHGP\ILQGLQJVUHJDUGLQJKHUVWXGHQWV¶VWUXJJOHVZLWKRSHUDOL]DWLRQ
the instructor cRPPHQWHGRQZKDWVKHGHVFULEHGDV³ZKDWVWUXFNPHPRVWDERXW\RXUILQGLQJV± 
the words we use in class are NOT instantly part of a shared lexis, rather, it is up to us to 
IDFLOLWDWHWKDWFRPPXQLW\NQRZOHGJH´7KRXJKVKHDGPLWVWKDWVKHPD\QRWKDYHEHHQDV  
³PLQGIXO´RIWKHQHHGWRJXLGHVWXGHQWVWKURXJKWKHRSHUDOL]DWLRQRIQHZFRQFHSWVWKHLQVWUXFWRU
explains: 
I have taken this mindfulness into account when planning and structuring my 
OHFWXUHV>LQ@VLQFH,QHHGWRVWDUWXVLQJWKHWHUP³DXGLHQFH´SUetty early in 
WKHVHPHVWHU,VWRSSHGLQFODVVDIWHU,¶GILUVWXVHGWKDWZRUGDQGFKHFNHGIRU
understanding, then moved on to talk about it and get some hands up to help me 
discuss how it applies to writing. No one who I had in class last semester seemed 
the least bit bored with talking about it again (which is something that scared me 
away from being explicit about these terms last time I taught 1102) and those who 
GLGQ¶WNQRZ,IHHOJRWDSUHWW\QLFHSULPHU7KHVWXGHQWVZKRDOUHDG\NQHZFRXOG
feel advaQFHGE\VKDULQJWKHLUNQRZOHGJHDQGWKHVWXGHQWVZKRGLGQ¶WNQRZFRXOG
OHDUQWKHWHUPHDUO\VRWKDWHDFKWLPHLW¶VPHQWLRQHGUHLQIRUFHPHQWLVSURYLGHG 
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   In this excerpt, the instructor explains that now she not only discusses the definition of 
the term ³DXGLHQFH´ZLWKKHUVWXGHQWVEXWWKDWVKHDOVR³PRYHGRQ´WRGLVFXVVLQJ³KRZLWDSSOLHV
WRZULWLQJ´7KLVWUDQVLWLRQLVZKDWVHHPHGWREHODFNLQJLQKHUSUHYLRXVGLVFXVVLRQVRIGLVFRXUVH
communities and rhetorical analyses, and signifies the meta-reflection from students that I think 
would have aided her students in operationalizing the concepts that they learned in their 
&RPSRVLWLRQ,FODVV%DVHGRQWKHLQVWUXFWRU¶VPLQGIXODSSOLFDWLRQRIWKHVWXG\¶VUHVXOWVVWXGHQWV
in her Composition II are being guided from declarative understanding to a procedural 
application of writing-UHODWHGNQRZOHGJH7KRXJKDVWKHLQVWUXFWRUH[SODLQV³%HLQJWUDQVSDUHQW
LQWKLVZD\GRHVQRWFRPHHDV\DQG,GRQ¶WGDUHDVVXPH,¶YHPDVWHUHGLW´WKHGLIIHUHQFHEHWZHHQ
her ComposiWLRQ,FRXUVHDQGKHUFXUUHQW&RPSRVLWLRQ,,FRXUVHLVWKDWVKHLV³DZDUHRIWKHIDXOW-
OLQHEHWZHHQZKDW,VD\DQGZKDWWKH\NQRZ´DQGLVWKXVEHWWHUDEOHWRJXLGHKHUVWXGHQWVWR
transfer knowledge across multiple writing tasks.  
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C H APT E R 5: C O N C L USI O NS A ND L I M I T A T I O NS 
 While analyzing transfer within the limitations of one course may present limit the 
potential for generalizable findings, one of the biggest contributions that I hope to make is based 
on a reconception of how we view transfer within the classroom, before we begin to theorize 
KRZWRHQFRXUDJHWUDQVIHUIURPLW,IZHYLHZWUDQVIHUDVDGLFKRWRP\RI³QHDU´YHUVXV³IDU´
3HUNLQVDQG6DORPRQRUHYHQDVDFRQFHSWOLPLWHGWR³ZHOOVWUXFWXUHG´RU³LOOVWUXFWXUHG´VNLOOV
(Petraglia), then perhaps we are ignoring the continuum in which all of these elements operate.  
In order to elicit far transfer across different contexts, I argue, we need to asses, evaluate, 
and encourage the near transfer of knowledge within singular settings. Particularly in the 
composition classroom, where we are asking that our students learn and apply writing-related 
concepts that are generally completely foreign to them, we should strive for an awareness of our 
RZQUROHLQWKLVWUDQVLWLRQDQGIRURXUVWXGHQWV¶RZQDZDUHQess of how these concepts apply to 
their writing tasks.  Borrowing from our understanding of the value that a meta-awareness of 
writing-related concepts holds for our students in their efforts across various writing situations 
(Beaufort; Downs and Wardle), we should work to achieve a similar level of awareness when 
crafting and presenting our own course objectives to our students. By analyzing not only what 
we teach but how we teach, we can begin to understand how our students are transferring 
knowledge across situations within our own classrooms, and can work to address the issues that 
they encounter in these efforts. As a result, we can use this understanding of transfer within our 
classrooms to evaluate transfer from them, perhaps alleviating one more challenge for our 
students and their future writing struggles. 
 ,QWKHFDVHRIP\VSHFLILFVWXG\DQGVLWXDWLRQWKHLQVWUXFWRU¶VRSHQ-minded approach and 
constant effort to encourage transfer from her students really shaped the potential value of my 
findings. By acknowledging and addressing the miscommunication and discrepancies that I 
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identified in my findings, the instructor of this course surpassed her initial agreement to 
participate in my study by applying these findings to her current pedagogy, presenting us with a 
model for the benefits that may arise out of our efforts to encourage transfer within composition. 
As she concludes in her final response to my findings: 
 
$VVWDWHGLQRWKHUZD\VWKURXJKRXWP\UHVSRQVH,¶YHFRPHDZD\IURPWKLV
experience far more aware and confident than I ever could have anticipated. No 
PDWWHULILW¶VXVLQJWHUPVLQFODVVGHOLYHULQJDOHFWXUHFKRRVLQJZRUGVRQDQ
assignment handout or fielding questions, I feel now that I am far more in-tune 
with my students and what they need to succeed in the course, something that is 
paramount to me as an instructor.  
 
Most teachers I would imagine, feel the same desire to build a community and in 
a discipline so language-driven, in which we teach them about DCs and audience, 
lexis and choices as rhetors, I think a study like this provides much needed insight 
LQWRWKHZD\VZHµSUDFWLFHZKDWZHSUHDFK¶,ZRXOGEHLQWHUHVWHGWRVKDUHWKH
final results of this study with future classes to open up a discussion about all of 
these things and how they start right in the classroom ± perhaps if they see all the 
choices we have to make to try to ensure our audience understands us, some of 
WKDWZLOOWUDQVIHURYHUWRGHHSHQWKDWVDPHGLVFXVVLRQRIKRZDQGZK\LW¶V
important to make those same kind of choices in their papers so they are 
understood by their audience(s). In many ways, this study, and what I have 
OHDUQHGIURPLWVRIDUUHPLQGVPHRIWKDWµHOHSKDQWLQWKHURRP¶FOLFKp± with 
awareness and discussion of our own need for transparency, that pachyderm 
becomes a part of our experience instead of a mysterious hurdle between 
teacher/student and rhetor/audience.  
 
 ,IQRWKLQJPRUHWKLVDELOLW\WREH³LQWXQH´ZLWKRXUVWXGHQWVDVZHJXLGHWKHPWKURXJK
our course may in turn encourage them to be morH³LQWXQH´ZLWKWKHVNLOOVWKDWZHDUHWHDFKLQJ
them, thus allowing them to not only learn these skills in their initial contexts, but to also 
understand how these skills can be adjusted in other writing scenarios. Consequently, it is my 
argument that the prospects for far transfer are thus rooted in near transfer, and that such transfer 
can best be addressed within the context of our own classrooms. If we reconceive transfer as the 
adaptation of knowledge and we understand learning and operalization in relation to transfer, 
then we can begin to encourage the application of writing-related concepts within our 
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FODVVURRPVSHUKDSVLQFUHDVLQJWKHSRWHQWLDOIRUWKLVDSSOLFDWLRQLQRXUVWXGHQWV¶IXWXUHZULWLQJ
tasks. 
 In order to incorporate the findings of this study in my own course preparation with the 
hope of contributing a tool for considering near transfer within composition, I have developed a 
course planning guide intended to encourage writing instructors to consider the ways in which 
their course objectives and desired outcomes are being presented to and operationalized by 
students (See Appendix D for planning guide samples). Beginning with a description of the 
concepts or skills that students should learn about in each of their course units, this tool allows 
instructors to reflect on what students in their courses should learn in the classroom, before 
transitioning into an application of this knowledge through writing. 
 In addition, after identifying objectives for students, this planning guide asks that 
instructors identify how students will be operationalizing knowledge and concepts in the 
classroom, thus allowing us to see not only what our students are learning about in class, but to 
also see the correlation between this initial learning its operalization through class activities. 
Finally, drawing on the operalization of knowledge that takes place in the classroom, the 
planning guide leads instructors to identify what students are being asked to do in their writing 
assignments, as they transfer the knowledge that they operationalized in the classroom into the 
writing assignments that they compose on their own. By being mindful of the ways in which the 
operalization of knowledge is being scaffolded in our classrooms, and by prioritizing our 
objectives so that they are clearly delivered to our students through our assignments, I suggest 
that we can strengthen the potential for transfer in and from our classrooms. 
 While the planning guide that I present appears to suggest a linear progression from 
learning to transfer, this transition is often recursive, with students continuing learn as they 
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operationalize knowledge, and with transfer occurring at various stages in this process. With the 
ill-structured nature of writing, the relationship between learning, operalization, and transfer 
remains fluid. However, by acknowledging the distinction between these stages in the planning 
of our writing courses, we may be able to better understand where our students are struggling to 
meet our course objectives. Though there may be a fine line between encouraging transfer and 
DVVXULQJWKDWRXUVWXGHQWVGR³ZKDWZHZDQWWKHPWRGR´LQRXUFRXUVHVLIZHDUHWHDFKLQJZLWKLQ
a curriculum that emphasizes the far-transfer of writing-related concepts, then we should 
consider the near-transfer of these concepts within our courses by scaffolding assignments that 
lead students to the operalization and application of writing-related knowledge. In addition, by 
planning our courses with the objective of encouraging operalization and transfer, we may begin 
WRYLHZRXUVWXGHQWV¶VXFFHVVIXORSHUDOL]DWLRQQRWDVVLPSO\PHHWLQJRXUSHUVRQDOREMHFWLYHVEXW
also as their success in preparing for future transfer from our classrooms.  
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APPE NDI X A : INST RU C T O R IN T E R V I E W Q U EST I O NS 
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Date:  
Instructor: 
Assignment/Unit being introduced: 
 
1) What are the objectives of the unit and assignment, and how do you plan to meet these 
objectives in class? 
2) What are the declarative and procedural concepts you want students to learn in this unit? 
What should they know about and know how to do? 
3) Which do you predict will be the toughest concepts for students regarding this 
assignment? (the major assignment(s) for this unit) 
4) What will this assignment contribute to the overall objectives of the course? 
5) +RZZLOOWKLVDVVLJQPHQWKHOSWRLPSURYHWKHVWXGHQWV¶RYHUDOOZULWLQJVNLOOV" 
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APPE NDI X B: L IST O F UNI T O BJE C T I V ES A ND T H E M ES 
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8QLW³7KH:ULWLQJ3URFHVV3URMHFW´,QWKLVXQLWVWXGHQWVZHUHWRH[plore their own writing 
processes by comparing their processes to those of a professional writer of their choice. Students 
were to learn that writing is recursive, and that most writers use revision as part of their process.  
 
Table 1: Themes Coded in Unit 1 Assignment 
 
 
 
 
 
 
Codes  and  Descriptions   Examples  in  
Instructor  
Interview  
Examples  in  
Assignment  Sheet  
Examples  in  Student  Papers  
SW:  Students  examine  (or  
should  examine)  their  own  
writing  processes  
ǲ
ǳ  
ǲ  on  writing  
ǳ  
ǲ
ǳ  
ǲǯ
ǥǳ  
ǲ
ǳ  
ǲǥǳ  
ǲǥǳ  
ǲǥǳ  
CW:  Students  compare  (or  
should  compare)  their  
writing  processes  to  those  of  
their  chosen  professional  
writers  
ǲdifferences  
ǥ
ǳ    
ǲhow  to  compare  and  contrast  writing  
ǳ    
ǲcomparing  process  with  that  of  
ǳ  
ǲr  process  is  similar  to  
ǥǳ    
ǲfrom  their  process  
ǳ    
ǲǯlearned  from  their  process  that  you  can  
ǳ  
ǲȀǥǳ  
ǲǥǳ  
ǲ
ǳ  
PW:  Students  discuss  (or  
should  discuss)  a  
professional  writer,  without  
relating  to  their  writing  
processes  
N/A    NOTE:  Instructor  did  not  mention  the  background  of  a  professional  writer  as  relevant  to  the  assignment  goals,  yet  she  includes  this  element  on  the  assignment  sheet,  leading  students  to  include  it  in  their  papers.  
ǲ
ǳ  
ǲwriter  who  interests  
ǳ  
ǲȀǥǳ  
ǲǥǳ  
ǲǥǳ  
F:  Students  format  (or  should  
format)  their  papers  using  
MLA  
N/A   ǲ
ǳ  
ǲǳ   N/A  
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8QLW³'LVFRXUVH&RPPXQLW\3URILOH´,QWKLVXQLWVWXGHQWVZHUHWRH[SORUHWKHFRQFHSWRI
discourse community as described by John Swales. They were to then identify a discourse 
community that they belong to, and to identify a social issue relevant to that community. In their 
assignment, students were to discuss how their chosen community qualifies as a discourse 
community based on the criteria outlined by Swales.  
 
Table 2: Themes Coded in Unit 2 Assignment 
 
 
 
Codes and Descriptions Examples in Instructor 
Interview 
Examples in Assignment Sheet Examples in Student Papers 
B D C: Students discuss (or 
should discuss) the 
background of their chosen 
discourse community. They 
describe (or should descr ibe) 
this background using 
6ZDOHV¶FKDUDFWHULVWLFV 
 ³6SHQGVRPHWLPHWDONLQJ
about different 
communities and different 
things done in these 
FRPPXQLWLHV´ 
 
³8QGHUVWDQG6ZDOHV¶VL[
characteristics of defining 
DGLVFRXUVHFRPPXQLW\´ 
 
³8QGHUVWDQGGLVFRXUVH
FRPPXQLWLHV´ 
 
 ³'LVFXVV\RXU'&´ 
 
³:KDWDUHLWVSXEOLFJRDOV"´ 
 
³+RZGRPHPEHUVJDWKHULQIRUPDWLRQ
DQGIHHGEDFN"´ 
 ³,02¶VSXEOLFJRDOVDUH«´ 
 
³%HLQJSDUWRIWKLVGLVFRXUVH
FRPPXQLW\LQYROYHV«´ 
 
³&DULEEHDQVWXGent association 
IRFXVHVRQ«´ 
SD C: Students discuss (or 
should discuss) their own 
involvement within the 
discourse community of thei r 
choice, including thei r 
struggles in joining and 
maintaining membership 
within this community. 
³DERXWZD\VWKDWWKH\DUH 
belonging members to 
FRPPXQLWLHV´ 
 
³7KH\VKRXOGNQRZZKLFK
discourse communities 
WKH\EHORQJWR´ 
 
³7KLQNLQJRIFRPPXQLWLHV
WKDWWKH\DUHDSDUWRI´ 
 
³7KH\VKRXOGXQGHUVWDQG
identity shifts and personal 
VWUXJJOHVZLWKLQ'&V´ 
³:K\KRZGLG\RXEHFRPHD
memEHU"´ 
 
³/HQJWKRIPHPEHUVKLS" 
 
³:KDWDUHWKHFKDOOHQJHV\RXIDFHLQ
EHLQJSDUWRIWKLV'&"´ 
³6R,MRLQHGZLWKHQWKXVLDVP´ 
 
³7KHLUPRUDODQGHWKLFDO
YDOXHVZHUHVLPLODUWRPLQH´ 
 
³,WIHOWJRRGWREHDSDUWRILW´ 
 L D C: Students discuss (or 
should discuss) the language 
practices of thei r chosen 
discourse communities. 
 ³,IWKH\ZRUNDWDIDVW
food restaurant, they call 
ZRUGVWRHDFKRWKHU´ 
 
³'LIIHUHQWZD\VWKDW
language is used in these 
JURXSV´ 
 
Linguistic things based on 
the communities that they 
XVH´ 
 
³:KDW genres of intercommunication 
GRWKH\XVH"´ 
³:KDWDUHVRPHZRUGVLQWKH
OH[LFRQ"´ 
 
³+RZGRPHPEHUV
LQWHUFRPPXQLFDWH"´ 
 ³$SKUDVHXVHGWR«´ 
 
³WDXJKWD'RPLQLFDQZRUG«´ 
 
³SRVWLQJVRQHPDLOVRU
)DFHERRN´ 
 F : Students should format 
thei r papers using M L A 
 N/A  ³<RXUZRUNVKRXOGEHWRSDJHV´ 
³3OHDVHXVH0/$´ 
 N/A 
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8QLW³5KHWRULFDO$QDO\VLV´,QWKLVXQLWVWXGHQWVZHUHWRDQDO\]HDWH[WRIWKHLUFKRLFHXVLQJ
their understanding of rhetorical situations as explained by Grant-Davie. They were to identify 
rhetorical strategies used by the rhetors of their text, and to discuss how effecitvely these 
strategies were implemented.  
 
Table 3: Themes coded in Unit 3 Assignment: 
 
     
Codes and Descriptions Examples in Instructor 
Interview 
Examples in 
Assignment Sheet 
Examples in Student Papers 
R T : Students employ (or should 
employ) rhetor ical terms in their 
analyses 
³8QGHUVWDQGDQGDSSO\
FRQVWLWXHQWVRIUKHWRULF´ 
 
³7KH\VKRXOGNQRZ
ZKDWUKHWRULFLV´ 
³8VHDWOHDVWWZR
FRQVWLWXHQWVRIUKHWRULF´ 
 
 
³7KHPDLQDXGLHQFHWDUJHWHG´ 
 
³%\XWLOL]LQJWKHPHWKRGRISDWKRV´ 
A N: Students analyze (or should 
analyze) instead of summarize 
thei r chosen texts 
³9LHZVRXUFHVDQGWH[WV
DVSHUVXDVLYH´ 
 
³SUDFWLFHDQDO\VLVYV
VXPPDU\´ 
 
³ORRNDWVRXUFHV
UKHWRULFDOO\´ 
³%UHDNGRZQDWH[W´ 
 
³+RZVRPHWKLQJH[LVWV
rather than just what 
VRPHWKLQJLV´ 
 
³6WDWHWKHHIIHFW
FUHDWHG´ 
³8VHGDORWRIGLDORJXHLQRUGHUWR«´ 
 
³7RHYRNHVDGQHVVDQGDQJHU´ 
 
³8VHVODQJXDJHWR«´ 
SA R: Students develop (or should 
develop) an argument about thei r 
chosen texts, based on their 
analyses 
³,ZDQWWKHPWRUHDOO\
formulate an original 
argument based on 
DQDO\]LQJ´ 
 
³&UHDWHDQRULJLQDO
DUJXPHQW´ 
³+DYH\RXURZQFODLP
about the text and its 
SXUSRVH´ 
 
³&RPHXSZLWK\RXU
RZQDUJXPHQW´ 
³7RKHOSUHLQIRUFHWKose who are on the 
IHQFH´ 
 
³7RSHUVXDGHSHRSOHWRWKLQNWZLFH´ 
SU: Students summarized the 
text being presented, without 
providing an analysis 
N/A²Instructor wanted 
students to analyze 
rather than summarize 
N/A ³7KLVVKRZKDYHGHILQLWHO\KDGDQLPSDFW
on WHHQDJHUV´ 
 
³3DXOH\LVNQRZQDVIXQDQGGRZQWR
HDUWK´ 
Students should format thei r 
papers using M L A guidelines 
N/A ³3OHDVHXVHSURSHU0/$
IRUPDWWLQJ´ 
 
N/A 
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APPE NDI X C : T-UNI T DIST RIBU T I O N 
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Table 4 T-Units in Unit 1 
 
Inst ructor Interview SW  C W  
T-Units in interview 12 6 
 
 
 
Assignment sheet SW  C W  PW  F  
T-Units in assignment 
sheet 
7 8 5 12 
 
 
 
 
 
 
 
 
 
 
 Student papers SW  C W  PW  
T-Units in student 
papers 
106 35 44 
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Table 5: T-Units in Unit 2 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Inst ructor Interview BD C  SD C  L D C  
T-Units  in instructor 
interview 
6 11 8 
Assignment 
sheet 
BD C  L D C  SD C  F  
T-Units in 
assignment 
sheet 
3 4 6 6 
Student papers BD C  L D C  SD C  
T-Units in student 
papers 
35 19 37 
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Table 6 T-Units in Unit 3   
Inst ructor Interview R T  A N SA R 
T-Units  in instructor 
interview 
21 15 5 
 
 
 
 
 
Assignment sheet R T  A N SA R F  
T-Units in assignment 
sheet 
1 6 5 2 
 
 
 
 
Student papers R T  A N SA R SU 
T-Units in 
Student Papers 
20 49 59 56 
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APPE NDI X D: C O URSE PL A NNIN G G UID E       
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